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ABSTRACT
An Ethnographic Investigation into the Influence of Bandura’s Four Psychological
Sources of Information on Late-Career Elementary Teachers’ Self- Efficacy
by Ginger Prewitt
Purpose: The purpose of this ethnographic investigation was to examine and describe the
experiences that impact late-career elementary teachers’ self-efficacy beliefs based on A.
Bandura’s four psychological sources of information and serves as part of a thematic
dissertation with each researcher focusing in a different teacher career stage.
Methodology: Through qualitative methodology utilizing one-on-one interviews of
elementary public school teachers with 24 or more years of experience, data was
analyzed using the theoretical framework of A. Bandura’s four sources of self-efficacy
information.
Findings: Analysis of data from interviews of 15 late-career elementary teachers from
five school districts in Riverside County, California resulted in the identification of 10
major findings: 1) Teachers feel valued given positive input; 2) The positive relationships
teachers establish refuels their energy to persist in the field; 3) Teachers develop
confidence when observing a trusted colleague; 4) Persevering through challenging
situations increases a teachers’ commitment to the profession; 5) Teachers feel motivated
to improve when observing other teachers’ successes or failures; 6) Teachers develop a
deep understanding of how students learn; 7) Teachers feel a sense of joy when the light
bulb goes on for the kids; 8) Teachers feel disconnected from negative input; 9) Teachers
feel proud when they contribute to others’ personal growth; 10) Teachers experience
burnout when they cannot meet individual student needs.

vii

Conclusions: These findings have significant implications for school districts and
administrators to support and grow teacher self-efficacy beliefs based upon data from
late-career, elementary, public school teachers. The results are intended to inform district
and school site leaders how self-efficacy beliefs are impacted by A. Bandura’s four
sources of psychological information, and how to utilize this knowledge at the leadership
level to provide better supports for teachers so they can develop resiliency and well-being
over the course of their careers.
Recommendations: It is recommended that further qualitative research be conducted to
continue to expand the understanding of teacher self-efficacy and the impact it has on
teachers.
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PREFACE
Upon conducting research in the area of developing professional learning
opportunities for teachers, three doctoral students found commonality in where the
research was leading. While originally researching professional development needs in
different areas such as dual immersion, reflective practices, and the implementation of
professional development, all three doctoral students found that research within those
contexts indicated a need for further study in the area of the development of teacher selfefficacy. In particular, the research demonstrated a need for the utilization of more
qualitative methods to better understand how teacher self-efficacy was impacted.
Additionally, the research indicated a need to look at how self-efficacy is maintained or
how it changes over the course of teachers' careers. This resulted in the researchers
forming a thematic team with the purpose of exploring the development of teacher selfefficacy within a particular teacher career stage. The studies focus on determining the
experiences that influence teachers' self-efficacy within each particular career stage. The
thematic team worked together to co-design the qualitative study, including the purpose
statement, research questions, definitions, interview questions, and protocols to ensure
thematic consistency.
The term "peer researchers" is utilized throughout all three studies to describe the
three individuals conducting this thematic study. The peer researchers studied public
elementary school teachers in the following career stages: Erica Jenson focused on earlycareer teachers who are in the first seven years of teaching. Mayra Herrera focused on
mid-career teachers who have 8-23 years of teaching experience. Ginger Prewitt focused
on late-career teachers with 24 years or more of teaching experience.
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CHAPTER I: INTRODUCTION
Christina looks around her classroom once more and the feeling of doubt creeps
in. Even after greeting new classes for the past 24 years, she is nervous about how the
first day of school will go the next day. Christina has been teaching at the same school
her entire career and has taught first grade, second grade, fourth grade, and now teaches
fifth grade. This will be her 28 year teaching fifth grade, but her feelings of adequacy
have diminished over the past year. For the coming school year, the district has adopted
a new English Language Arts curriculum, the expectations for district and state testing
have moved to online, which is out of her comfort zone, common core state standards are
now the expectation, and students are coming to school more undisciplined each day. In
addition, the principal announced plans that there is an expectation that teachers
incorporate laptops into daily lesson design to pursue 21st century digital learning. This
concerns Christina deeply because she is not at all skilled in the area of technology and
believes the students know far more than she does about using computers. She has not
had any mastery experiences using technology as an instructional tool. The very thought
of using technology with students causes a physiological response and her heart rate
increases and she begins to sweat. For the first time in a while, Christina is not very
confident about the start of the school year and worries that she will fail her students and
not meet their needs. Her sense of fulfillment has diminished greatly since she started
teaching.
Christina shared her concerns with her team, which has become a regular
occurrence during their grade-level meetings. Her team is supportive, and they get along
very well since they have worked together for more than a decade. At the same time,
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they each go back to their own classroom and manage on their own rather than working
collectively. Christina is frustrated by this because she really believes in the possibilities
of collaboration. She knows each of the other teachers on the team has great strengths;
they were hired at the same time she was, but they do not seem to challenge each other
professionally. Much goes unsaid about what they should be doing in the meetings
because none of them wants to hurt another’s feelings. Furthering her frustration is that
they, too, feel overwhelmed by the technology expectations even though they all agree it
is needed and that the school is far behind in providing students the devices they need to
learn in the modern world. Layer that on top of the common core state standards they are
all now expected to transition to, as well as using curriculum that does not align, and their
feelings of being successful as teachers are challenged. On a personal level, Christina
feels as though they are a long way from sharing strategies in a manner that, at one time
in their careers, motivated each other. Their current lack of verbally persuading each
other or observing successful lessons via vicarious experiences as a team has enabled
each of them to falter professionally, leading to a sense of hopelessness.
Adding to her already high stress level, Christina’s dad has been diagnosed with a
life-threatening condition at the same time her son is leaving for college. The prospect of
tuition payments in conjunction with the time she will need off work to help her father
get to doctor’s appointments while also moving him to an assisted living home are
overwhelming. She questions how she can effectively teach and balance her personal
life. There are so many additional and new components required of her professionally
that she is completely unsure how she will meet those commitments at a high level and be
there for her family at the same time. It has become difficult to find motivation to remain
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in education. For the first time in her career, Christina is considering coming up with a
plan for retirement. She only needs two more years to reach 30 years of service and will
be turning 55 in a month. She decides to see how the year goes but has already scheduled
an appointment with her financial advisor in an effort to get things in order to possibly
retire.
If Christina does move towards retirement, she will be the eighth teacher from her
school site to retire in the last two years, each of whom expressed a dissatisfaction with
the ability to find balance between work and home life. The relationship between job
satisfaction and finding home-life balance includes a teacher’s beliefs in his or her own
abilities and effectiveness as a professional (M. Tschannen-Moran & Johnson, 2011).
When considering the complexity of this balance in relation to finding motivation to
remain in the profession, researchers look to determine factors that contribute to teachers’
well-being. In fact, Wang, Hall, and Rahimi (2015) found that teacher self-efficacy is an
“important predictor of psychological and physical health in teachers, as well as
intentions to quit” (p. 127). Christina is part of a group of teachers who are in the latter
part of their teaching careers and are facing a variety of challenges both at work and at
home. She is in the age-range of a large number of teachers who are currently within
retirement age in the United States (Martin & Mulvihill, 2016). Further, the experiences
Christina and her peers share may focus on the challenging aspects of being an educator.
Hearing their stories of difficulty are contributing toward fewer college-aged students
entering the field of education. In the 2013-2014 school year, enrollment in teacher
prepraration programs at universities fell to 465,536 from a high of 725,518 in 2009-2010
(Aragon, 2016). This decrease has encouraged further analysis of contributing factors.
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Across the country, school districts report teaching positions that remain unfilled,
particularly in specialized fields in the areas of math, science, and special education. In
addition, teachers leaving the profession have reported several factors contributing to this
decision. As a result, districts contend with keeping teachers in the field as they face low
pay, little respect, a feeling of being unprepared for the job, large class sizes, lack of
materials, pressure from accountability measures, and little support from administrators.
Adding to the attrition problem is the large number of teachers in retirement age and an
increase of student population (Borman & Maritza Dowling, 2008; R. M. Ingersoll, 2003;
Martin & Mulvihill, 2016).
In the state of California, the shortage persists in relation to both retention issues
as well as a shortage of those entering the teaching profession. Projections regarding the
number of retiring teachers have been discussed by various sources over the past decade
with current statistics in the state of California, indicating that a third of teachers in the
state are like Christina in that they are 50 years or older. Ten percent of these teachers
fall into the category of over 60 years of age (Martin & Mulvihill, 2016). While
highlighting the possibility of upcoming potential availability of spaces left by retiring
teachers, it is noted there are likely to be fewer teachers available to take on the positions
because there are fewer college students seeking studies related to the teaching
profession, and high school graduates indicate less interest in entering college with
teaching in mind than in previous years (Aragon et al., 2016; Martin & Mulvihill, 2016).
As a result, school districts have worked to improve recruitment and retainment of
teachers. In an attempt to draw students into the field, recruitment efforts have sought to
provide incentives for college students to seek teaching as a profession. These incentives
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include student-loan forgiveness and signing bonuses, oversees and across-states’
recruitment, and supportive changes to requirements for certification to help students
change their focus to teaching (Borman & Maritza Dowling, 2008; Lindqvist, Nordänger,
& Carlsson, 2014). At the same time, further analysis has been done to determine if these
incentives and recruitments will suffice to solve the potential shortage or if other factors
for attrition exist (R. M. Ingersoll & Smith, 2003; Martin & Mulvihill, 2016).
In order to explain reasons for teacher attrition, researchers have gathered data on
why new teachers leave the profession in the first five years or fail to begin a teaching
career in the first place (Aragon, 2016; Struyven & Vanthournout, 2014). Reasons for
leaving the profession or never starting include student discipline and motivation issues,
lack of administrator support, poor salary, little time for planning and instruction, and
large class sizes (R. M. Ingersoll, 2001, 2003). In addition, researchers have connected
attrition to job satisfaction and determine these extrinsic factors to be additional reasons
teachers leave the profession (Struyven & Vanthournout, 2014).
In conjunction with developing ways to seek out and keep teachers in the field, it
is challenging for districts to recruit credentialed teachers who are willing to maintain
state and district demands of an effective, professional teacher (Hildebrandt & Eom,
2011). These challenges have lead several researchers to consider the psychology of
intrinsic versus extrinsic motivation of those who consider entering teaching and how
these affect a teacher choosing the career, persisting through challenges of the job,
remaining motivated, and finding job satisfaction (A. Bandura, 1986; A. Bandura &
Walters, 1977; McLennan, McIlveen, & Perera, 2016; D. Palmer, 2006; Pigge & Marso,
1994; J. B. Rotter, 1966; D. H. Schunk & Pajares, 2009; K. F. Wheatley, 2005). In
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particular, high levels of job satisfaction, persistence in the field, and job motivation have
been attributed to teachers with high levels of teacher self-efficacy (TSE) (D. H. Schunk
& Pajeres, 2009; M. Tschannen-Moran & Woolfolk-Hoy, 2001; Usher & Pajeres, 2008;
Wang, Hall, & Rahimi, 2015). Over a decade ago, R. M. Ingersoll (2001) noted that the
teacher shortage is more of a “revolving door” (p. 501) because of teachers opting for
other professions. More current research indicates this remains the case and teachers
continue to choose other avenues, leading to higher attrition than what is projected to be
from retirement alone (Martin & Mulvihill, 2016). However, with more than a third of
California’s teaching population at retirement age, it has become imperative that teachers
of all stages in an educational career be focused on when considering attrition and
support of teacher well-being (Wang et al., 2015).
The need for this study is based upon the ideas presented in over 40 years of
educational psychology research that began with the foundation set by J. B. Rotter (1966)
and more fully developed by A. Bandura (1977). Current analysis suggests further
research on complex experiences in the profession that impact teacher self-efficacy over
time may reveal possible warning signs that can help teachers overcome wanting to leave
the field. Additionally, there is a need to provide a stronger sense of well-being over the
course of their careers and help teachers persist in the profession of teaching (M. Zee &
Koomen, 2016; M. Zee, Koomen, Jellesma, Geerlings, & de Jong, 2016).
Background
Much has been studied in the past four decades regarding the relationship between
what teachers believe about their own competence and instructional abilities and how
these will potentially impact student achievement (M. Zee & Koomen, 2016). This work
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has resulted in the current definition of TSE, which is a teacher’s individual belief about
his or her own ability to affect student achievement in a positive way (M. TschannenMoran & Woolfolk Hoy, 2001; M. Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998).
The effect can be in relation to motivating students who are otherwise unmotivated, as
well as their academic achievement scores in the form of grades or state testing results.
Work related to teacher self-efficacy continues to evolve as researchers continue to study
self-efficacy. This effort begins by understanding the seminal works.
Social Learning Theory
Social learning theory is the foundation upon which the theory of self-efficacy has
been built. Within any given experience, there is either a negative outcome or positive
outcome that naturally punishes or rewards the action. When the experience naturally
rewards the behavior, it has been reinforced and will likely occur again with the same
desired outcome (J. B. Rotter, 1966). J. B. Rotter (1966) asserts that humans are able to
control their own perceptions, whether the event occurs from situations outside their
control (external) or as a result of their own actions (internal). Further, locus of control
describes Rotter’s assertion that individuals have a generalized control in reinforcing
their own behavior, whether the situation is elicited from internal or external means (J. A.
Ross, 1994; M. Tschannen-Moran et al., 1998). Individuals with strong internal locus of
control maintain they control aspects of their lives rather than external forces, while
individuals with external locus of control believe that environmental factors that are out
of their control determine the circumstances of their lives (J. B. Rotter, 1966).
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Social Cognitive Theory
While social learning theory is grounded in expectancies of outcome, social
cognitive theory recognizes that people are not driven by internal forces alone nor by
environmental factors on its own (A. Bandura, 2011). Rather, the give-and-take nature of
these forces is how human behavior is ultimately affected. A. Bandura (1977) asserted
that these processes and their influence are external events that influence behavior by
engaging cognition after the person experiences an event. As a result, events influence
thought processes. How a person thinks about the experienced event will therefore
impact that same person’s actions in similar future events.
Taking J. B. Rotter’s (1966) work deeper, the idea of efficacy developed from A.
Bandura’s (1977) seminal work. A. Bandura argued that self-efficacy is a major
component of social cognitive theory because individuals gain self-efficacy based upon
observing external experiences of others and then taking knowledge further based upon
personal perceptions (A. Bandura, 1977, 1986). This became the basis for his continuing
work as he sought to define how humans assert control over their own actions by
determining the cognitive processes people utilize to control these functions. Efficacy
therefore is determined by an individual’s thought about an event and its outcome.
Because each individual’s perceptions, attention to an event, and how the outcome effects
their expectations varies, the shaping of personal efficacy is different for each person (A.
Bandura, 1977).
Self-efficacy. Starting with the idea of external versus internal locus of control,
RAND researchers used J. B. Rotter’s (1966) social learning theory as a basis for their
work with teachers, beginning the process of attempting to measure the extent to which
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teachers believed they could impact student achievement. This set the cornerstone for
understanding self-efficacy and how it relates to teachers (J. A. Ross, 1994; M.
Tschannen-Moran & Woolfolk Hoy, 2001; M. Zee & Koomen, 2016).
A. Bandura (1977, 1986, 1997) furthered J. B. Rotter’s (1966) social learning
theory by considering locus of control in conjunction with social cognitive theory to
develop the concept of self-efficacy. A. Bandura asserted that locus of control is more
generalized in comparison to what he termed “self-efficacy,” or that which can be
determined by one’s own beliefs or perceptions about his or her own abilities to affect
outcomes they desire from others and in their environment (A. Bandura, 1986). Because
social learning theory and social cognitive theory are closely related psychological ideas,
educational researchers began working with these ideas to further define self-efficacy. In
addition, they worked to measure teacher self-efficacy in relationship to teachers’ beliefs
about their impact on student achievement (A. Bandura, 1993; J. A. Ross, 1994; D. H.
Schunk, 1996; M. Tschannen-Moran & Woolfolk Hoy, 2001).
Construct of Teacher Self-Efficacy Beliefs
A. Bandura (1993, 1997) furthered his own work by determining motivations for
self-efficacy. These are cognitive processes that serve to motivate human behaviors and
the perceptions a person has in his or her own abilities. A. Bandura identified and
explained four categories of information that affect an individual’s efficacy. Each has the
power to influence self-efficacy of an individual, but because they are contextual and
task-specific, the individual experiencing each category cognitively processes each
differently and these can change over time. These four sources of psychological
information that contribute to a teachers’ self-efficacy beliefs are: (a) mastery
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experiences, (b) verbal persuasion, (c) vicarious experiences, and (d) physiological
arousal. While A. Bandura (1993) stated that mastery experiences have the highest
influence on TSE due to the idea that teachers who experience success are more likely to
repeat those particular, successful behaviors, research acknowledges that not much has
been done to explore how each of these sources actually are influenced by broader
experiences (R. M. Klassen & Chiu, 2011).
Impact of Teacher Self-Efficacy
While some psychological researchers considered the cognitive processes of selfefficacy and its impact on workers in various organizations, researchers committed to
focusing on the profession of teaching and the impact of teacher self-efficacy (Anderson,
Greene, & Loewen, 1988; A. Bandura, 1997; Gibson & Dembo, 1984; Goddard, Hoy, &
Woolfolk Hoy, 2004; Grant, 2006; T. R. Guskey & Passaro, 1994; R. M. Klassen &
Chiu, 2011; F. Pajares, 1995; D. H. Schunk, 1991; M. Tschannen-Moran & Woolfolk
Hoy, 2001; M. Tschannen-Moran et al., 1998; K. F. Wheatley, 2002; M. Zee & Koomen,
2016). Educational psychological research considers teachers and the cognitive
processes of self-efficacy, particularly the behaviors that those with higher self-efficacy
display. Researchers in this field searched to determine how teachers measure their own
self-efficacy and if TSE is related to student achievement.
Through several examinations, researchers concluded results based upon TSE
measures. In relation to motivational processes, research suggests that teachers with
higher self-efficacy will likely set higher goals for themselves and for their students (J. A.
Ross, 1994) and are more likely to take responsibility for their students’ achievement or
lack thereof, rather than blaming external factors such as the students’ home lives.
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Teachers who experience motivational processes also are more likely to believe that
student learning is impacted by their teaching strategies (J. A. Ross, 1994; J. A. Ross,
Cousins, & Gadalla, 1996). In addition, teachers with high self-efficacy believe they can
deal with the pressures related to the daily stress of the profession, will boost their
performance with stress-reducing strategies, and are more satisfied overall with their jobs
than teachers who have lower teacher self-efficacy (F. Pajares, 1995; J. A. Ross, 1994).
Context of Self-Efficacy
Furthering the work of teacher self-efficacy on student achievement, researchers
took into consideration various contexts affecting TSE, including that of teacher content
knowledge. Specifically, researchers looked at levels of TSE in relation to how well a
teacher exhibits confidence to teach various subjects such as mathematics, science, and
reading (D. Palmer, 2011). Teachers with low TSE in a subject area often instruct
students who perform poorly on assessments. Content-specific contexts were explored in
both secondary and elementary settings. However, each of these contexts display varied
results since elementary teachers are responsible for all subjects while a secondary setting
allows for a teacher to specialize in a content area (R. M. Klassen, Tze, Betts, & Gordon,
2011). At the same time, varied results of TSE was demonstrated even in specialized
fields since an area like mathematics, for example, has several sub-topics such as algebra
and statistics. Even when considering varied content areas as contexts, issues have been
revealed with reliability of quantitative measurements because of the lack of exploration
into reasons behind the low TSE in content areas (M. Zee & Koomen, 2016).
School site contexts also contribute to TSE. Foremost is the emerging
phenomenon deemed collective self-efficacy (A. Bandura, 1997; Goddard et al., 2004; E.
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M. Skaalvik & Skaalvik, 2007). This is the collective beliefs of a group, based on the
idea that while self-efficacy is perceived by the individual, teachers do not exist alone
and are affected by their peer groups. Therefore, a department or grade-level team has a
collective belief about their group’s performance that can also affect an individual
teacher’s self-effiacy. Other site-specific contextual influences of TSE that have been
noted include administrative leadership at a school site, resources available to teachers,
and the number of students contributing to class size (M. Zee & Koomen, 2016).
Measurement of Teacher Self-Efficacy
A variety of measurement instruments have been developed and administered by
researchers to define and determine the impact on teachers’ self-efficacy and contexts.
Most often, teacher self-efficacy has been measured with Likert-scale, self-administered
questionnaires (J. A. Ross, 1994; M. Tschannen-Moran et al., 1998; M. Zee & Koomen,
2016). The original self-efficacy measurement items appeared on an extensive
questionnaire in the form of two questions as part of a study RAND was performing
while analyzing the success of reading programs and interventions being implemented in
1976. The two-item instrument laid the groundwork for the most commonly used
measurement tools over the decades that followed (M. Zee & Koomen, 2016).
The RAND items used J. B. Rotter’s (1966) theory of locus control to determine
General Teaching Efficacy (GTE) and Personal Teaching Efficacy (PTE) (J. B. Rotter,
Chance, & Phares, 1972). From these, early educational researchers developed an
interest in gaining broader measures of TSE by studying the relationship to student
outcomes. These measurement instruments include Teachers’ Locus of Control (J. S.
Rose & Medway, 1981), Responsibility for Student Achievement (T. R. Guskey, 1981),
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and the Webb Efficacy Scale which are cited throughout early TSE research most often
(as cited in M. Tschannen-Moran & Woolfolk Hoy, 2001).
As researchers, including A. Bandura (1977), began to analyze these instruments,
self-efficacy became far more dominant and necessary to consider. A. Bandura argued
that a teacher may know the strategy that should be used, but unless that teacher believed
he or she also had the ability to use that strategy, measuring teacher efficacy with those
original tools was useless (M. Zee & Koomen, 2016). This led to the work of Gibson and
Dembo (1984) who developed a method to measure what they determined as two
independent factors they labeled “personal teaching efficacy” and “general teaching
efficacy” (Gibson & Dembo, 1984) in a measurement they called Teacher Efficacy Scale
(TES). This instrument was widely used until it began to fade with further research in the
late 1990s because of issues with validity regarding construct and content of the
instrument in regards to the general teaching efficacy factor (M. Zee & Koomen, 2016).
In his continued work, A. Bandura (1997) challenged the idea that TSE is rather
generalized, but is narrower in that TSE is related to a task-specific or situation-outcome
relationship. As a result, researchers began to consider ways to measure TSE as it varies
by types of students, events, situations, and tasks (M. Tschannen-Moran & Woolfolk
Hoy, 2001; M. Tschannen-Moran et al., 1998). Current instruments now consider the
role of the teacher in the classroom and all it entails and not on the relationship to student
outcomes alone, as previous instruments did (M. Zee & Koomen, 2016). Most often used
is the Teachers’ Sense of Efficacy Scale (TSES) (M. Tschannen-Moran & Woolfolk Hoy,
2001), which treats TSE as “a task-specific, three-dimensional construct reflecting
instructional practices, classroom management, and student engagement” (M. Zee &
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Koomen, 2016, p. 984). Researchers who utilize either the 12-item or 24-item TSES
have found valid and reliable results across different grade levels and in different
countries (Goddard et al., 2004; R. M. Klassen, Bong, Usher, Chong, Haun, Wong, &
Georgiou, 2009). Most recently, researchers are considering content as part of TSES
dimensions, recognizing the scope of TSE and the profession of teacher (M. Zee &
Koomen, 2016).
Despite the development of research over time and the consideration of the scope
of education, teacher efficacy research has remained in quantitative methodologies
(Labone, 2004) that explore the consequences of efficacy. In order to further the work, it
has been recommended that further research consider the context of TSE using qualitative
methodologies (Labone, 2004; Wyatt, 2014). Wyatt (2014) asserts the volumes of
studies related to TSE have been dominated by quantitative methodologies and have led
to confusion, thus determining the need for qualitative measures to define and describe
the reasons behind the levels of TSE.
TSE in Late-career Elementary School Teachers
Taking the broader context of the field of education into consideration, further
implications for TSE considers the relationships between situations, tasks, and
psychological factors that influence TSE (R. M. Klassen & Chiu, 2011; Norton, 2013);
however, there remains a gap between the reasons behind the relationships noted as part
of TSE. Teacher commitment to remaining in the profession is noted from teachers with
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high TSE (K. F. Wheatley, 2002), but most of this research is dedicated to teachers in the
first five years of their careers.
In consideration of teaching career phases, White (2008) defines late-career
teachers as those with many years of experience in the profession who are often
comfortable with their role. Yet, when faced with new challenges or changes in
classroom life, late-career teachers can shift in their career phase since the psychological
impacts are not linear. J. A. Ross (1994) generalized that teachers who were “older when
they began their careers experienced greater increases in personal teaching efficacy in the
first few months of teaching than those who were younger” (p. 10). This points to age as
a factor, but not the TSE and its effect on an older teacher who is also late-career. Gist
and Mitchell (1992) proposed further research into the extent to which TSE can be
changed over time, which would impact a study of this population.
R. M. Klassen and Chiu (2011) have compared TSE to career stages, finding that
teachers already practicing are high in TSE in regards to classroom management, but
report more overall stress and intentions to leave the field. In comparison, early career
teachers have lower TSE based upon lack of experiences but an overall higher indication
of commitment to the profession. R. M. Klassen and Chiu (2011) assert that motivation
changes over time and with career stage. In addition, TSE is differently influences the
groups of teachers as related to stage of career.
Statement of the Research Problem
The United States is facing a shortage of teachers due to teacher retirements,
student population growth, and a declining amount of teachers entering the profession
(Aragon, 2016). In the state of California, a need for more than 23,000 new teachers was
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estimated (Watson, 2017). Much attention has been provided on preparation of new
teachers in addition to recruiting more to the field, however, attrition is becoming the area
of concern. More beginning-career teachers are leaving the field, and a large number of
teachers already in the field are reaching retirement age (Watson, 2017). Additionally,
over the course of a career, a late-career teacher’s well-being is often challenged and can
contribute to lessened job satisfaction, burnout, diminished motivation, and less capacity
to persist in the field (Wang et al., 2015).
Due to the potential teacher shortage (Aragon, 2016), a focus on teacher retention
at all career-stages has started. R. M. Ingersoll (2001, 2003) reported that 50% of
teachers at the beginning of their career leave the field in the first five years. This
impacts school districts both financially and at a human resource level as they struggle to
recruit and train teachers for similar positions year after year. Beginning teachers who
have left the field report that they left teaching for reasons including: (a) personal teacher
characteristics, (b) teacher qualification, (c) resources available at the school, and (d)
student demographics (Borman & Dowling, 2008). More recently, a larger factor has
been linked to beginning teachers leaving. Struyven and Vanthournout (2014) reported a
disconnect between what novice teachers expect from their career and the actual reality
of the job. Specifically, a teacher’s perceived level of ability may not correlate with what
the job of teaching actually requires. Because of this disconnection, higher levels of job
stress are experienced, which reduces job satisfaction and impacts their commitment to
persist in teaching, even in the late-career teaching stage.
Evidence has linked management of occupational stress, in part, to that of a TSE
beliefs. Teachers with higher levels of TSE have more confidence in their abilities to
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handle new situations in addition to meeting the complex demands of teaching (M.
Tschannen-Moran & Woolfolk Hoy, 2007). Higher levels of TSE are achieved when
teachers receive positive feedback from colleagues, develop abilities about which they
feel competent, have more experiences that are successful, and become better equipped to
handle stressful situations (Erdem & Demierel, 2007). While these findings have
advanced the field of educational psychology, TSE is very complex and context specific.
A teacher might have high TSE in one area, such as content knowledge, but this does not
guarantee high levels of TSE in all contexts demanded of the profession.
Many studies grounded in A. Bandura’s (1977) theoretical framework of social
cognitive theory have worked to examine the relationship between TSE and various
contexts teachers experience (Aloe, Amo, & Shanahan, 2014; Baysal, Arkan & Yidruim,
2010; Brown, 2012; Garvis, 2009; T. R. Guskey, 1988; R. M. Klassen & Tze, 2014;
Sibbald, 2008, E. M. Skaalvik & Skaalvik, 2007; M. Zee & Koomen, 2016). Specific
teacher contexts include instructional strategies, classroom management, student
engagement, student achievement, content knowledge, grade level, years of experience,
and school organization, among others. While each of these studies supports findings
that a relationship between TSE and context exists, they have not yet been able to explain
specific impacts on the development of TSE or if it is stable over time.
R. M. Klassen and Chiu (2011) have compared TSE to career stages, finding that
teachers already practicing are high in TSE in regards to classroom management, but
report more overall stress and intentions to leave the field. R. M. Klassen and Chiu have
concluded that TSE may change over the course of a teacher’s career as the teacher
experiences many situations over time, yet little has been done to qualitatively consider

17

the situational contexts of teachers according to career stage and the accompanying effect
on TSE, including that of teacher well-being. K. F. Wheatley (2005) asserts this is due to
the fact that much of the existing data related to TSE has been gained through
quantitative methodologies and while helpful, are difficult to interpret because they do
not offer the reasoning or story behind the measure. It has further been noted that
personal life events and experiences teacher encounter are linked to their professional
identities (C. Day, Kington, Stobart, & Sammons, 2006; C. Day, Stobart, Sammongs,
Kington, Gu, Smees, & Mujtaba, 2006). Tshannen-Moran and Johnson (2011) assert that
exploring the sources of efficacy beliefs warrants examination in consideration of how
they influence TSE. Labone (2004) and M. Zee and Koomen (2016) suggest further
qualitative research in the area of TSE be conducted to obtain a better understanding of
how teachers’ TSE beliefs are impacted by the experiences they have over the course of
their careers.
Upon conducting research on the outcome of TSE, Pfitzner-Eden (2016)
concluded that true understanding of the development of TSE is an under-researched area
and reported several shortcomings of previous research. Foremost is the addressing of
the idea that TSE is impacted different elements. While research demonstrates an
agreement that mastery experiences have major impact, there remains a weakness in
quantitative measures. Further, research reveals minimal insights regarding the influence
of vicarious experiences and physiological arousal. When considering verbal persuasion,
Pfitzner-Eden (2016) found inadequate information about who is considered a valuable
source for proving the persuasion. A last component reported was that research
conducted to that point was more focused on predicting TSE rather than how it is
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developed or changed (Pfitzner-Eden, 2016). As a result, a need exists for a study to
determine how TSE is specifically impacted from the perspective of late-career
elementary teachers.
Purpose Statement
The purpose of this ethnographic investigation was to examine and describe the
experiences that impact late-career elementary teacher self-efficacy beliefs based on A.
Bandura’s four psychological sources of information.
Research Questions
The research questions based upon A. Bandura’s (1977) four sources of
information that guided this study are:
1. How do mastery experiences impact late-career elementary teachers’ selfefficacy beliefs?
2. How does verbal persuasion impact late-career elementary teachers’ selfefficacy beliefs?
3. How do vicarious experiences impact late-career elementary teachers’ selfefficacy beliefs?
4. How does physiological arousal impact late-career elementary teachers’ selfefficacy beliefs?
Significance of the Study
In order to better understand the impact of experiences on the TSE of late-career
elementary teachers, a deeper understanding of life, career, and contextual events and
how these impact TSE in late-career teachers could serve the broader profession in
numerous ways (Watson, 2017). Foremost is the potential for a better understanding of
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the contextual reasons that contribute to a high TSE. Because research has demonstrated
teachers with high TSE persist in the field, it is necessary to work on the missing
rationale that exists behind the relationship between TSE and life and career contexts (K.
F. Wheatley, 2005; Wyatt, 2014). With this information, better teacher care and work
toward teacher well-being can be supported over time, particularly when considering a
teacher in the late-career stage and retaining such teachers.
Furthermore, while scale scores on a TSE scale can lead to results, these can be
invalid unless there is a clear understanding of a teacher’s life context (Wyatt, 2014; M.
Zee et al., 2016). Therefore, providing insight into life contexts of late-career elementary
teachers provides the potential for Human Resource departments in school districts to use
the information and thereby plan for supporting teachers’ well-being and more positive
TSE over time. This understanding can lead to better teacher mentors, build capacity
amongst those in the late-career teaching stage, and therefore retain more highly qualified
teachers who are already providing their services to the profession. “How efficacy
beliefs are established, when they are most malleable, and what factors may lead to their
improvement are important issues that this study has begun to address, but more research
is needed” (M. Tschannen-Moran & Johnson, 2011, p. 760).
A final consideration would be in contemplation of teacher educators or
professional developers. While TSE has been studied quantitatively in relation to content
areas such as literacy, math, science, and more, not much has been conducted to
qualitatively examine the causal relationship between TSE and content areas (Wyatt,
2014). By focusing on the data showing the relational reasons behind contextual
influences, a teacher educator or mentor can better support and coach a teacher regardless
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of career stage (Watson, 2017). In addition, professional learning that focused on
developing or intentionally considered TSE might have more positive and supportive
impact over the course of a teacher’s career (Wang et al., 2015).
Definitions
Definitions of terms that are relevant to this study are provided in this section.
Collective self-efficacy. The beliefs a group shares regarding their capabilities to
reach their goals and accomplish desired tasks (A. Bandura, 1986).
Early-career teachers. Teachers with 0-7 years of experience. Early-career
teachers are in the learning and survival stages of their careers as they are developing
their professional identities and are gaining understanding of how to impact students (C.
Day & Gu, 2007; Huberman, 1989; White, 2008).
General teacher efficacy. An individual teacher’s beliefs that the teacher
population as a whole can impact student outcomes (J. A. Ross, 1994).
Late-career teachers. Teachers with 24 or more years of experience. Late-career
teachers are often comfortable with their role and how they conduct their classrooms.
Some experience disengagement as this is the level at which they reach retirement
age. Their professional identities can be challenged by change required in this phase, but
they typically have a strong desire to fulfill their professional duty before retiring (C. Day
& Gu, 2007; Huberman, 1989; White, 2008).
Mastery experiences. The instances in which an individual is actually able to
perform a difficult task with success (A. Bandura, 1977; M. Tschannen‐Moran &
McMaster, 2009).
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Mid-career teachers. Teachers with 8-23 years of experience. Mid-career
teachers have reached a stabilization phase of their career and are more likely to
experiment with new strategies and become reflective on their teaching practices. They
have a defined sense of professional identity and are likely to work on maintaining
balance between their professional and personal lives (C. Day & Gu, 2007; Huberman,
1989; White, 2008).
Physiological arousal. An individual’s emotional state when presented with
performing a specific task (A. Bandura, 1977; M. Tschannen‐Moran & McMaster,
2009).
Social cognitive theory. A theoretical framework that suggests an individual's
achievement depends upon the interactions between the individual's behaviors, personal
factors, and environment (A. Bandura, 1986).
Social learning theory. Theoretical framework that suggest individuals learn
primarily from observation of model activities or behavior (A. Bandura, 1977).
Teacher self-efficacy. An individual teacher’s beliefs in his or her personal ability
to perform a specific teaching task within various contexts and how those tasks impact
student learning (A. Bandura, 1986).
Verbal persuasion. The instances in which others provide an individual with
verbal encouragement about their capability to perform a given task (A. Bandura, 1977;
M. Tschannen‐Moran & McMaster, 2009).

22

Vicarious experiences. The instances in which an individual makes judgments
about their own abilities after observing someone similar to themselves perform a
difficult task with success (A. Bandura, 1977; M. Tschannen‐Moran & McMaster,
2009).
Delimitations
Delimitations are boundaries that are placed on a study at the discretion of the
researcher (Roberts, 2010). In the 2015-2016 school year there were 10,453 public
schools in the state of California (California Department of Education [CDE],
2016). Delimiting this study to public elementary schools in California reduced the
number of schools to 5,858. In order to delimit the study even further, the thematic peer
researchers chose to limit the study sample to public elementary schools in Riverside
County, further reducing the number of schools to 315 (Riverside County Office of
Education [RCOE], 2017). In the 2015-2016 school year, there were 295,025 public
school teachers in California (CDE, 2016). Delimiting the study to public elementary
teachers in California reduced the number of teachers to 144,073. In order to delimit the
study even further, the researcher chose to limit the study sample to public elementary
teachers in Riverside County, California with 16 or more years of teaching experience.
Organization of the Study
This study is organized into five chapters, Chapter I provides an introduction to
the study, in addition to background information, statement of the problem, significance
of the problem, definitions of terms relevant to the study, and delimitations present.
Chapter II presents the extensive literature on self-efficacy and how it relates, in
particular, to teachers over the course of their professional careers. Chapter III presents
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the methodology of the study. This includes the research design, constructs of the
instrumentation, population and sample of the study, and criteria for selection of
participants. Chapter IV provides the findings of the study, which includes detailed
analysis of the data. Chapter V summarizes the study, draws conclusions based upon the
findings from analysis of data, suggests implications for action, and provides
recommendations for future research.
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CHAPTER II: REVIEW OF THE LITERATURE
This chapter presents the history and development of self-efficacy in teachers by
reviewing the extensive literature from the past four decades. Information presented
includes the foundation of work in this field of educational research beginning with J. B.
Rotter’s (1966) social learning theory and how this was used by A. Bandura (1977) to
move the work into a theoretical framework, which has been used in more current
research to measure self-efficacy in teachers. In addition to foundational theories
underpinning self-efficacy, processes that impact judgments are described that provide
the theoretical framework for this study (A. Bandura, 1977). This section also includes
the development of teacher efficacy, contexts for teacher self-efficacy, historical
quantitative measurements of self-efficacy, and outcomes of teacher self-efficacy. This
chapter concludes by presenting literature regarding the career stages of teachers in
relation to self-efficacy development.
Theoretical Background
Self-efficacy entered the field of educational psychology in the early 1970s. This
work began an expansion of J. B. Rotter’s work (1966) that focused on reinforcement of
behaviors both internally and externally. Expanding on this idea, psychologist Albert A.
Bandura (1977) postulated that humans exhibit more control based upon their beliefs as
reinforcement of behavior than was formerly presented by J. B. Rotter’s work,
developing the theory of self-efficacy. A. Bandura did this by claiming that judgements
were made based upon four sources of information. Since that time, researchers have
since used this information to study self-efficacy in a variety of specific situations,
including teaching.
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Social Learning Theory
Social learning theory resulted from a focus on trends in psychology in the 1960s.
Two specific trends were being studied at that time. One looked at how reinforcement
affected behavior and the other trend focused on cognition and how thinking about
behavior impacted actions. J. B. Rotter’s (1966) seminal work that laid the foundation
for social learning theory included four variables: (a) behaviors, (b) expectancies, (c)
reinforcements, and (d) psychological situations. Within any given experience, there is
either a negative outcome or positive outcome that naturally punishes or rewards the
action. When the experience naturally rewards the behavior, it has been reinforced and
will likely occur again with the same desired outcome (J. B. Rotter, 1966).
Social learning theory looks specifically at three components to predict specific
behaviors. The first is behavior potential, which is how likely a particular behavior will
be performed. Expectancy is the second component, which is how likely a particular
behavior will be reinforced. The final component is reinforcement value, which is the
extent to which value is placed by an individual on the expected reinforcement of an
individual’s action (J. B. Rotter, 1966). These components became foundational in
treating different psychological needs.
Locus of control. As J. B. Rotter (1996) continued his work within the four
variables, information that was more specific emerged. The theory of locus of control
describes J. B. Rotter’s assertion that individuals have a generalized control in reinforcing
their own behavior, whether the situation is elicited from internal or external means (J. A.
Ross, 1994; M. Tschannen-Moran et al., 1998). J. B. Rotter asserted that the role of
reinforcement is a key component of being human and the seeking to understand it
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elicited the explosion of studies that followed. At the same time, there is not one way to
determine an outcome because of the role perception plays within each individual. How
a person perceives the causal effect of the interaction between his own behavior and the
reward is what the effect depends upon (J. B. Rotter, 1966).
External/internal control. When an individual experiences an outcome and
believes it occurred because of outside influences, this is known as external control (J. B.
Rotter, 1966). This leads an individual to formulate a belief that occurrences are
unpredictable, out of the individual’s control, and are unrelated to the individual’s actual
actions. As a result, individuals with external locus of control believe that environmental
factors that are out of their control determine the circumstances of their lives and are
unlikely to relate an outcome to their own efforts (J. B. Rotter, 1966). Instead, those
individuals deem that outcomes experienced are related to fate or luck.
Individuals with strong internal locus of control maintain they control aspects of
their lives rather than external forces. These individuals’ perceptions are such that they
believe they have an ability to control outcomes, have influence, and are hence more
likely to take responsibility rather than blame external factors (M. Tschannen-Moran et
al., 1998). The variable of internal versus external control is an important factor within
studies as it relates to the degree to which an individual will attribute a reinforcement to
their own actions (H. B. Rotter, 1966).
Social Cognitive Theory
J. B. Rotter’s (1966) work formed the foundation of blending reinforcing
behaviors with cognitive theories. However, research within social learning theory and
locus of control remained focused on expected outcomes and an individual’s belief
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regarding what caused an action. Until psychologist Albert A. Bandura’s (1977)
exploration, no research explored why some individuals operate mainly under external
locus of control beliefs while others function under internal locus of control beliefs. A.
Bandura (1977) presented social cognitive theory, which asserts that humans utilize more
control via their cognition. An individual’s success depends on the processing of
interactions between that individual’s behaviors, personal factors such as thoughts and
beliefs, and the environment (A. Bandura 1977, 1986, 1997). These three interactions are
noted in his work as triadic reciprocating factors and are labelled as reciprocal
determinism. He determined that an outcome is not based upon a specific behavior or its
reinforcement, but the complex processing from reciprocating factors that influences an
individual’s belief that he can perform a particular action or behavior. A. Bandura
deemed this idea as self-efficacy, and it is influenced through four processes.
Four processes. A. Bandura (1977) argued that processes exist within selfefficacy, which describe how behavior is influenced specifically. The four processes
often work in concurrence with each other rather than functioning on their own. The first
is that of cognitive processes, which refers to self-efficacy being related to the setting of
high goals and increased commitment by an individual, along with an understanding that
he or she will reach these goals despite any difficulties encountered (A. Bandura, 1993,
1997). In this process, an individual is able to anticipate potential scenarios by
inferentially thinking about reasonable outcomes. Those with high cognitive selfefficacy present more reasonable outcomes than those who do not. In the case of low
cognitive self-efficacy, individuals would be considered to behave with cognitive
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negativity and be more likely to dwell on personal deficiencies, which ultimately
undermines self-motivation.
Motivational processes define the second area, which specifies different contexts
in which an individual will self-motivate. People behaving within this process will
consider failures as a lack of effort rather than a lack of ability. Motivational process is
also linked to the individual believing in outcome expectancies, which is the belief that
the expected outcome will be what occurs. In addition, another motivational process is
that of cognized goals, which refers to the individual being motivated by present goals
rather than those of the future (A. Bandura, 1977, 1982, 1986, 1997).
The third self-efficacy process that impacts behavior is affective processes (A.
Bandura, 1993, 1997). This refers to an individual’s ability to affect the intensity and the
nature of emotional experiences. An example would be how capable an individual is able
to reframe negative experiences so that a stressful occurrence has a lower impact.
Thoughts and actions are controlled by the individual’s belief, which can veer negative if
the person’s efficacy is regulated through anxiety. People with high self-efficacy display
little anxiety, while those who have diminished affective capacity feel powerless to rid
themselves of anxiety-inducing thoughts. This area of behaviors often leads to
depression unless an individual has high efficacy.
Selection processes is the fourth area of behaviors that affect self-efficacy (A.
Bandura, 1986, 1993). Selection is defined as people being in control of their
environment. This area has influence over the different activities a person will participate
in, places in which a person will live or visit, and careers an individual will pursue. An
example of this process in education would be a teacher selecting his or her subject or
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grade level preferred. This can even impact a teacher’s choice of school site at which he
or she will work.
Development of Self-efficacy
Self-efficacy is established from an individual utilizing his beliefs to apply a
degree of control over his own thoughts, feelings, and actions and experiencing an
outcome (A. Bandura, 1977, 1986, 1997). F. Pajares (1996) described this as a person’s
ability to facilitate interplay between knowledge and action such that through selfreflection, individuals are able to fully understand their thoughts and experiences. The
beliefs formed from those reflections influence their self-efficacy. In turn, self-efficacy
influences behavior because people are far more likely to take action on tasks for which
they feel confident and avoid tasks for which they lack confidence.
Based on these ideas, self-efficacy may seem similar to other concepts such as
self-esteem and self-worth, which are constructs of self-concept (D. H. Schunk & Pajares,
2009), described to be an individual’s collective self-perceptions. Self-efficacy operates
differently because self-efficacy is developed from an individual’s perception regarding
ability rather than the individual’s actual skill (M. Tschannen-Moran et al., 1998).
Further, self-efficacy incorporates the important human capability of reflection and its
ability to alter thinking and behavior (F. Pajares, 1996).
Beginning with social learning theory and moving through social cognitive
theory, A. Bandura’s work (1977) opened the door for numerous studies that worked to
define self-efficacy and its role on behaviors. A. Bandura (1986) defined self-efficacy as
“people’s judgements of their capabilities to organize and execute courses of action
required to attain designated types of performance” (p. 391). Self-efficacy beliefs serve
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to motivate, can be skill or task specific, impact how people set goals, and monitor and
regulate actions (R. M. Klassen & Tze, 2014; F. Pajares, 1996; E. M. Skaalvik &
Skaalvik, 2007).
Sources of Self-Efficacy Beliefs
Human cognitive functions are dynamic and complex. A. Bandura (1997) asserts
that self-efficacy beliefs are impacted by a variety of sources that do not necessarily
function in isolation. Specifically, personal factors, environmental influences and
behaviors all contribute to an individual’s self-efficacy in any given context. A. Bandura
(1977) determined that the four sources of information that influence self-efficacy beliefs
are: mastery experiences, vicarious experiences, verbal persuasion, and physiological
reactions.
Mastery experiences. The first source of information A. Bandura (1993)
presented is related to mastery experiences. This area relates to succeeding on a task that
is difficult and it provides the strongest influence on self-efficacy perceptions (A.
Bandura, 1993). Outcomes that elicit an interpretation of success by an individual raise
self-efficacy. At the same time, a performance perceived as a failure weakens it. It is
important to recognize, however, that a success or failure does not automatically elicit
stronger or weaker self-efficacy. Self-efficacy related to a task is determined by how the
individual processes the performance of the task (A. Bandura, 1997). Other factors that
can influence a mastery experiences include pre-existing “self-schemata, task and
contextual features, effort expenditure, self-monitoring and reconstruction of enactive
experiences, and attainment trajectories” (Labone, 2004, p. 344).
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Vicarious experiences. The second source of information is that of vicarious
models. This relates to an individual observing someone else in the organization
successfully performing a task that is new to the individual and being rewarded for that
success. An example of vicarious models would be the role of mentor or trainer who has
high influence over an individual verbally instructing that individual or providing advice.
The self-efficacy of the individual is determined by how that individual processes the
model and can be affected by the level of trust for the mentor (A. Bandura, 1986, 1993,
1997; T. R. Guskey & Passaro, 1994; J. A. Ross, 1994).
Verbal persuasion. A third source of information that serves as a potential
method for strengthening self-efficacy is verbal persuasion. This refers to the individual
receiving verbal recognition for a task from a supervisor or a peer. Again, the cognition
the individual relates to the situation is what has the impact on that individual’s selfefficacy (A. Bandura 1986, 1997). Influences on self-efficacy in the source of verbal
persuasion include how the feedback is framed, the expertise and credibility of the
feedback source, and the degree of disparity between the feedback and performance level
of the individual (Labone, 2004).
Physiological arousal. The final determinant A. Bandura (1986, 1993, 1997)
defined is that of physiological arousal. This area is the degree to which a person’s
emotional or physical state is affected and by what. Strong emotions regarding a task can
affect an individual’s anticipation of success or failure, before or after a task is attempted.
An example of this would be when stress adversely affects the performance of the
individual. Some physiological responses, such as sweating or fatigue, may affect selfefficacy if the individual is processing the response as related to the task (A. Bandura,
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1986, 1993, 1997; D. H. Schunk & Pajares, 2009; E. M. Skaalvik & Skaalvik, 2007;
Stajkovic & Luthans, 1998).
Teacher Efficacy
The construct of the self-efficacy component from A. Bandura’s (1997, 1986)
social cognitive theory has provided a major impact on behavioral changes. Self-efficacy
has since been studied in various contexts and fields (D. H. Schunk & Pajares, 2009), and
continues to provide researchers opportunities for further work. Within the field of
education, recommendations have been made to relate social cognitive theory and selfefficacy to motivation, self-regulatory strategies, and achievement in academic contexts
(D. H. Schunk & Pajares, 2009; Wyatt, 2014). However, as can happen with a high
number of studies, the definitions of the field can vary and cause confusion. Dellinger,
Bobbett, Olivier, and Ellett (2008) reviewed studies specific to education and asserted
that the development of teacher efficacy and teacher self-efficacy were each formed from
different moments in educational psychological research and should therefore be
inspected separately.
General Teacher Efficacy
Initial studies and their measurements were based upon Rotter’s theory and locus
of control (as cited in Dellinger et al., 2008). These focused more on outcome
expectancies, which is a generalized understanding regarding beliefs. Teachers were
asked about their perceptions as to whether or not they believed teachers, in general,
impact student outcomes based on factors they control, excluding environmental factors
they could not. As a result, these preliminary studies defined general teacher efficacy
(GTE) as an individual teacher’s beliefs that the teacher population, as a whole, can
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impact student outcomes (Dellinger et al., 2008; Fives, 2003; J. A. Ross, 1994).
However, this term has often been used interchangeably with that of TSE prior to 1997,
which A. Bandura (1997) asserts is very different.
TSE
A. Bandura (1997) clarified the definition of TSE by focusing on its complexities.
TSE is not a generalized expectancy but is instead related to situation context and specific
tasks and can be adjusted accordingly. TSE connects the individual teacher’s knowledge
and skills to that teacher’s actions, and how those actions impact student achievement.
Developed from A. Bandura’s self-efficacy theory, TSE research focuses on what an
individual teacher believes about his or her own ability rather than about efficacy of
teachers in general. As a result, TSE is defined as an individual teacher’s belief in his or
her own ability, by action, to produce the expected outcome (A. Bandura, 1997; Wyatt,
2014).
Collective Teacher Efficacy
Similar to TSE, collective teacher efficacy is derived from social cognitive theory.
Because humans are social creatures, collective teacher efficacy moves TSE to the social
realm (Henson, 2002). While often isolated within their own classrooms, teachers do not
always work alone. Part of social cognitive theory is the understanding that individuals
operate and are influenced by others around them. This leads to shared beliefs by groups
of their ability to perform tasks as a collective (A. Bandura, 1997). These beliefs
encompass their skills, abilities, and achievement of goals. Collective teacher efficacy,
therefore, refers to teachers’ beliefs about the group’s abilities rather than the
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individual’s. Collective teacher efficacy includes teachers’ beliefs about the capabilities
of their faculty to impact student achievement and school culture (Goddard et al., 2004).
Just as TSE is influenced by A. Bandura’s (1977) four sources of efficacy: (a)
mastery experiences, (b) vicarious experiences, (c) verbal persuasion, (d) physiological
states; (e) collective teacher efficacy is likewise influenced, only at the group or
organizational level. According to A. Bandura (1997), “perceived personal and collective
efficacy differ in the unit of agency, but in both forms efficacy beliefs have similar
sources, serve similar functions, and operate through similar processes” (p. 478).
Collective teacher efficacy is determined by individuals regarding their perceptions of the
faculty as a whole. For teachers, this impacts collective efficacy at a site, which has
shared goals and similar understanding of teaching purposes across grade levels (Henson,
2002).
Goddard, Hoy, and Woolfolk Hoy (2004) present the case that focus by
researchers on collective teacher efficacy has grown because collective efficacy is the
most probable cause for goal attainment by a group. This often is a result of a team
working together in a manner that holds one another accountable and a sense of
obligation toward the goal. This might also be the reason collective efficacy is a strong
predictor of group effectiveness (Goddard et al., 2004). E. M. Skaalvik and Skaalvik
(2007) note that it is reasonable to expect that collective teacher efficacy affects
individual TSE. Schools with high levels of collective teacher efficacy set high group
expectations, impacting the individual efficacy of teachers at the site.
Collaborative activities have demonstrated high impact on collective teacher
efficacy. In particular, Professional Learning Communities (PLC) contribute to both TSE
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and collective teacher efficacy because of the collaborative nature of the construct. PLC
offers an opportunity for teams of teachers to collaborate on shared goals and this impacts
novice teachers in particular (De Neve, Devos, & Tuytens, 2015). These opportunities
provide a time for teachers of varied years of teaching experience to affect the TSE of
their team through vicarious experiences and verbal persuasions. Because a beginning
teacher has not yet had enough time to develop mastery experiences, it is likely that their
TSE has the most impact from these shared, collaborative opportunities (De Neve et al.,
2015).
Context of TSE
A teacher’s sense of TSE can be affected by a wide variety of contexts. These
contexts include the years of experience a teacher has, their knowledge of the content
areas taught, classroom management skills, along with a variety of variables at the school
site at which the teacher is located. Each of these contexts provides teachers with
information that can impact their TSE beliefs in some way. R. M. Klassen, Tze, Betts,
and Gordon (2011) state that because contextual factors are so imbedded into an
individual’s TSE and related behaviors are dependent upon these, they are critical
elements to consider.
Years of Experience
The first context that can impact TSE is the number of years a teacher has been
working as a teacher. Research has considered TSE during a variety of teacher career
stages since the number of years a teacher is in the field affects TSE; more time provides
additional experiences that may impacts their TSE (Dicke et al., 2014; A. W. Hoy &
Spero, 2005). At the beginning of a teacher’s career, TSE is more malleable than at later
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stages. Many novice teachers have reported feeling highly efficacious upon entering the
field as they are in an inspired phase of their career. However, once the demands of the
profession begin, TSE is more impacted as a variety of demands enter the teacher’s
reality (De Neve et al., 2015).
R. M. Klassen and Chiu (2011) found that teachers with the most experience at 23
or more years begin to face bigger challenges when compared with those in the middle of
their careers. These challenges include student behaviors that are more challenging than
when they started teaching, new initiatives, and reflection upon their own careers as they
consider if they impacted students along the way. All of these factors can impact a latecareer teacher’s TSE (C. Day & Gu, 2007). In addition to years of experience, other
contextual factors affect TSE within years of experience due to the complexity of the
profession. M. Zee and Koomen (2016) presented the results of several studies that
together demonstrate TSE fluctuates depending on type of task implemented by the
teacher over time, in addition to the different students and their levels of success within
the teachers’ classrooms.
Content Knowledge
The contextual area of content knowledge begins with the level of education a
teacher has. TSE appears to be affected not only by whether or not the teacher has
attained the level of a master’s degree beyond their bachelor’s degree, but also if they
attained further education to deepen understanding of pedagogy. While it is
understandable to hypothesize that a teacher who has earned more degrees has higher
TSE than those who have not, it is evident that teachers who have a deeper understanding
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of pedagogy are more likely to implement new strategies because of higher TSE (Fives,
2003; R. M. Klassen et al., 2011).
Based upon A. Bandura’s (1997) assertion that mastery experiences have the
greatest impact on self-efficacy, researchers began to focus on content-specific situations
as variables for study. In a meta-analysis of studies performed from 1998 to 2011, R. M.
Klassen and Chu (2011) listed five specific content areas that include teaching with (a)
technology, (b) language and literacy, (c) science, (d) math, and (e) physical
education/sports in relation to TSE. Twenty-six studies focused on teachers’ collective
efficacy, and 130 studies were related to general education, but these are often in
elementary schools where teachers provide multiple-subject instruction. Studies charted
only included English-speaking teachers as participants and in order for the content area
to be included, at least two or more studies had to focus on that area (R. M. Klassen &
Chu, 2011). Initially, a too-wide variety of different content or domain-specific areas
received focus, likely due to what M. Tschannen-Moran et al. (1998) first described as
“thorny-issues” (p. 219), referring to the variety of contexts in which a teacher performs.
When considering content-specific studies, having strong content knowledge is
key. Swackhammer, Koellner, Basile, and Kimbrough (2009) found that teachers of
math had to have specialized skills in order to feel competent to teach math. Adding to
this in regards to instruction, Swackhammer et al. (2009) found that when contentspecific teaching strategies are provided to pre-service teachers before entering the field,
those new teachers experience higher TSE. If a teacher experiences professional
development related to their subject, they are more likely to develop a higher perception
of TSE resulting in a raised desire to spend more time within their content and use new
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strategies within content-specific instruction instead of avoiding a subject (D. Palmer,
2011). Yilmaz (2011) found a positive relationship between TSE of teachers who
instruct English as a foreign language and those same teachers’ perceived levels of
proficiency in English. Their perceived mastery within the four domains of listening,
speaking, reading and writing English, directly correlated to their TSE. These studies are
a direct result of researchers looking at contexts impacting TSE beyond teacher
behaviors, motivational levels, attitudes, beliefs, assumptions, and perceptions (Yilmaz,
2011).
Classroom Management
Another important context that may impact TSE is that of the teacher’s classroom
management. Brouwers and Tomic (2000) presented findings from a longitudinal study
that reported teachers who leave teaching are often impacted by student behaviors. It has
long been pointed out by researchers that classroom management is a key influencer of
how students behave due to the nature of expectations being clearly set by the teacher and
the learning environment managed accordingly (O'Neill & Stephenson, 2011). Content
and instruction is difficult to achieve if effective classroom management is not in place.
According to A. Bandura’s postulation (1997), a teacher who does not have the skill or
knowledge necessary to manage an effective learning environment would encounter a
lowered TSE. As a result, a teacher with low TSE in regard to classroom management is
less likely to act in relation to students’ behavior (A. Bandura, 1997; O'Neill &
Stephenson, 2011).
Studies related to classroom management and TSE demonstrate that those who
possess higher levels of TSE are likely to be more experienced and have had successful
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interactions that lead to their execution of actions resulting in positive classroom order
and a perceived successful learning environment (Dicke et al., 2014). Typically, it is new
teachers who report not having well-developed strategies for behavior or classroom
management leading to lower TSE, although low TSE is not exclusive to new teachers.
Teachers with low TSE often perceive classroom management, or student discipline as
their biggest challenge in teaching. Further, Dicke et al. (2014) synthesize empirical
evidence that TSE plays a complex role in relation to classroom management as it is a
resource that can influence negative feelings along with emotional exhaustion that can
result when TSE regarding classroom management is low. These results are in line with
A. Bandura’s (1977) initial findings that teachers with low TSE may experience actual
occurrences of poor student behaviors because their efficacy prevents them from
employing the classroom management skills that could prevent the behaviors. Whether
low or high, TSE in relation to classroom management is impacted over time as
experiences occur, affecting TSE one way or the other, resulting in a variance of how
teachers will react to the disturbances in their classrooms (Dicke et al., 2014). Knowing a
teacher’s TSE related to classroom management can serve as a predictor for teacher
success in this area (O'Neill & Stephenson, 2011).
School Variables
Furthering contextual work and attempting to focus on the most important factors,
school context has become an area imbedded in the research. In particular, the
experiences and perceptions by a teacher in relation to the school and its varied contexts
can influence a teacher’s TSE. While innumerable possibilities for variables at a school
might exist, recent research has focused on the culture of the school, site leadership,
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student demographics, and resources available at the school (Pas, Bradshaw, &
Hershfeldt, 2012; E. M Skaalvik & Skaalvik, 2010; Takahashi, 2011; M. TschannenMoran & Woolfolk Hoy, 2002).
Culture. The culture of a school site is the environment in which a teacher works.
A. Bandura (1997) asserts that both internal and external environmental factors influence
TSE. As a result, researchers considered if the perceived health of the organization
impacted teachers beliefs about their self-efficacy. Hoy and Woolfolk (1993) conducted
a study that showed a correlation between the organizational climate and perceptions of
the teachers located there, and how their TSE was indirectly impacted based on their
perceptions. Takahashi (2011) states that this impact likely occurs because an individual
will consider the climate of the school while cognitively processing the contributing
factors to that climate. That cognitive processing is what will impact TSE either
positively or negatively. An area that has been shown to affect school climate and TSE is
that of parent relations. It is critical to develop positive parent relationships, and teachers
who do this successfully are able to impact their own TSE as well as the school’s culture
(E. M. Skaalvik & Skaalvik, 2010). The specific areas teachers were asked about
regarding parent relationships include the teachers’ experience of being trusted by the
parents, how well they believed they communicated with parents, and how well parents
cooperated with them.
Collective self-efficacy as it relates to group effectiveness can impact the school
climate and may also impact TSE. Takahashi (2011) relates collective efficacy as a
contributor to school culture context by presenting results from studies that show schools
with teachers who have high collective self-efficacy believe in collective responsibility.
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This raises the climate of the school, and students attending such schools tend to achieve
at higher levels. Further, as stated earlier, collective teacher efficacy can positively
impact TSE. Therefore, school cultures that embrace collaboration as part of regular
practice, and have healthy support from colleagues that help teachers work successfully
within the high demands of teaching, can affect TSE positively (De Neve et al., 2015;
Takahashi, 2011).
Leadership. Research demonstrates that TSE is positively impacted when
principals address issues school-wide because teachers feel supported. Adding to
positive impact is the support principals provide teachers. When this is in place, teachers
report greater teacher efficacy (M. Tschannen-Moran & Woolfolk Hoy, 2001). Specific
issues that teachers report have the greatest effect in regard to principal support include
student discipline, consistent structures and processes, and planning for and gaining
parent support for education (Pas et al., 2012). Teachers report that when they feel
emotional support from the school leadership and have reached a relational capacity level
where they feel comfortable asking for advice, their TSE rises. Further, teachers indicate
high importance regarding building a relationship with the principal that is based on
mutual respect and trust (E. M. Skaalvik & Skaalvik, 2010). Factors that can affect
principal teacher relationships are not only the levels of support received, but also how
quickly principals come and go at a school site (Pas et al., 2012).
Student achievement and demographics. Similar to the other school variables,
student achievement and demographics are at times closely tied together. An example of
this is how involved the parent community is within the school. While this impacts the
culture of the school, it also impacts TSE when teachers process the demographics of the
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school and connect these to student achievement. Teachers have demonstrated they place
responsibility on the culture of the student regarding achievement in academics or
behaviorally. Pas et al. (2012) found that the factors of student behavior identified by
teachers to impact student achievement the most include difficult, unmotivated,
disruptive, and are frequently a behavior issue. When academic achievement is impacted
or student behaviors impede progress in the classroom as perceived by teachers, TSE is
affected (E. M. Skaalvik & Skaalvik, 2010).
Resources available. School based resources include supports available to
teachers and include principal leadership and the support from colleagues (Pas et al.,
2012). It has also been noted by several researchers that the availability of instructional
materials can impact the health of an organization and teacher efficacy at a school site.
This impact is related to the teachers’ feelings of being overwhelmed or reaching burnout
when lack of materials prevents them from providing a quality learning environment
(Takahashi, 2011). When considering availability of resources, De Neve et al. (2015)
presented findings that new teachers are particularly vulnerable to the effects on their
TSE in this area because lack of materials can make them feel unsupported and pressured
to provide what the school does not.
A teacher’s feelings regarding autonomy is an additional resource within the
realm of a school variable. While also potentially related to school leadership and how
well a principal supports teacher autonomy, this component has been measured within
studies in relation to the environment of education and its expectations. In particular, the
teachers’ feeling of having choice in regard to their selection of teaching strategy,
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curriculum, and content impacted TSE depending on the teacher’s perception of whether
or not they had choice in this area (Pas et al., 2010; E. M. Skaalvik & Skaalvik, 2010).
Measurement of Teacher Self-Efficacy
Building on J. B. Rotter’s (1966) locus of control theory, and A. Bandura’s (1977)
social cognitive theory, numerous studies occurred over the last four decades in an effort
to measure self-efficacy. Several scales have been developed directly related to teachers
in order to measure TSE. These have been altered over time, each one building upon the
other, to attempt more accurate measurement within different contexts.
Social Learning Theory Measurements
In regard to measurement of teacher efficacy, M. Tschannen-Moran et al. (1998)
identified that measurements are based upon one of the two strands of research. The first
scales were developed based on J. B. Rotter’s (1966) social learning theory and are
focused on measuring whether or not teachers believe they have influence over student
outcomes, which is internal control, or if the environment has more influence than they
do, which would be external control. These measurements focus on locus of control
rather than self-efficacy, but paved the way for further developments (Brouwers &
Tomic, 2000).
RAND. Working from J. B. Rotter’s (1966) theoretical base, RAND organization
researchers added two questions to an already extensive survey given to teachers. These
two items measured a teacher’s locus of control, or perception of whether or not they had
control regarding reading achievement of minority students in Los Angeles (Armor,
1976). The summarized scores of the items lead to whether or not it could be predicted
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that project goals would be achieved, and found that the teachers’ sense of efficacy had a
positive effect on how students performed. The two RAND Items are as follows:
•

RAND Item 1: “When it comes right down to it, a teacher really can’t do
much because of a student’s motivation and performance depends on his or
her home environment.”

•

RAND Item 2: “If I really try hard, I can get through to even the most difficult
or unmotivated students.” (M. Tschannen-Moran et al., 1998, p. 204)

Teachers who indicate agreement with the first item would be projecting a strong
external locus of control. These are teachers who believe that environmental factors such
as violence in the home, conflict, substance abuse, value placed on education from home,
social and economic factors related to class, and race, among others, overwhelm any
power they have to affect student success. Responses to this question measure general
teacher efficacy as it is related to the teaching profession in general, while addressing the
relationship between teacher and society (Labone, 2004).
In comparison, teachers who agree with the second item indicate great confidence
that they can overcome these environmental factors that do make learning difficult. This
confidence could be a result of adequate professional development or prior experiences
that resulted in a successful outcome. This item measured personal capability and
became the foundation for TSE as the personal component of the answer is more specific
than what teachers in general can accomplish (Labone, 2004; M. Tschannen-Moran et al.,
1998). Both items’ summation were compared with student outcomes, and it was
determined that a correlation existed in that there was higher student success on a reading
assessment from students who had teachers that responded positively to the first item.
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These results started the interest in the relationship between teacher efficacy and student
achievement along with measurement of teacher efficacy (Labone, 2004).
Research that followed the RAND studies remained in the arena of locus of
control with an operating definition of teacher efficacy as teachers’ beliefs that what they
had control over had greater impact on success for students than the factors in the
classroom environment or the student’s environment. This correlation excited
researchers and launched the next series of measurement scales, which were developed as
longer, more comprehensive instruments than the two-item RAND scale (M. TschannenMoran et al., 1998).
Teacher locus of control. Building on the focus towards education and teacher
efficacy measurement that started with the RAND research, J. S. Rose and Medway
(1981) worked to deepen understanding of the construct of teacher efficacy by working to
determine which teacher and student behaviors were related to locus of control. J. S.
Rose and Medway asserted that measuring the extent to which teachers felt they
controlled student success internally versus externally was not enough, as in the RAND
research. They designed the Teacher Locus of Control (TLC) Scale by adding items
regarding teachers’ perception of the level of control they provide through classroom
management in addition to the perception of the teacher’s role in relation to the social
development of children. Items regarding student achievement and instructional
effectiveness similar to RAND research items were included as well. Teachers were
presented 28 items related to situations and were instructed to choose between two
responses to the situation. These responses were utilized to determine if teachers
believed responsibility for success or failure was in control of the teacher.
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Directly following the development of the TLC, Ashton, Olejnik, Crocker, and
McAuliffe (1982) developed a scale to expand understanding, yet the measures from this
research remained focused on instructional issues. These included student motivation,
academic performance, and class groupings. While it contained a broader focus than the
RAND items had, and did demonstrate a correlation between teaching and society, it did
not do much in the way of assessing teachers’ efficacy as affecting this correlation
(Labone, 2004).
Responsibility for students’ achievement. Around the same time as J. S. Rose
and Medway (1981) developed their TES, T. R. Guskey (1981) also worked to expand J.
B. Rotter’s (1966) theory started by the RAND work. T. R. Guskey developed a 30-item
questionnaire titled Responsibility for Students’ Achievement (RSA). This scale was
similar to the TLC as also focused on teacher effectiveness. However, the RSA focused
on teachers’ perceptions of their control over how well unmotivated or difficult students
achieve academic success. Like the TLC, situations were presented along with response
stems with two alternative responses attached. Each response stem had a phrase worded
in terms of what the teacher had control over, and the other in terms of factors outside the
teacher’s control. Instead of choosing one of the two options as a response similar to the
TLC, the RSA required teachers to assign a percentage to each of the items regarding the
level of responsibility they felt for that item. Responses for both items together on each
stem had to equal 100% (T. R. Guskey, 1981).
Like the TLC, the RSA had items that correlated to the RAND items. The
measure also included perceptions of teacher approval from the viewpoint of parents and
principal. While the inclusion of that focus was a new component, the measurement
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remained a part of locus of control theory (Labone, 2004). T. R. Guskey (1981) reported
results that demonstrated strong positive correlations between teacher efficacy and
responsibility for student achievement, whether successful or a failure. In essence, this
measure demonstrated that teachers’ confidence was high in regard to their belief that
they could influence positive outcomes regarding student success. In addition, teachers
who measured with higher levels of efficacy had more confidence about teaching abilities
and more positive attitudes about teaching.
Social Cognitive Theory Measurements
While the first series of research on TSE was grounded in J. B. Rotter’s (1966)
social learning theory and locus of control, the next set of measures was based upon A.
Bandura’s (1977) social cognitive theory as the framework. Social cognitive theory is
based on a construct of outcome expectancy, which is different than locus of control
theory’s efficacy expectations. “An efficacy expectation is the individual’s conviction
that he or she can orchestrate the necessary task, while outcome expectancy is the
individual’s estimate of the likely consequences of performing that task at the expected
level of competence” (M. Tschannen-Moran et al., 1998, p. 787). Because this strand of
measures was based upon the construct of outcome expectations which lie in future
experiences, different efficacy scales were developed. These measurements include the
Ashton Efficacy Vignettes, Gibson and Dembo’s TES, and the Teacher Sense of Efficacy
Scale.
Ashton Vignettes. The first scale to significantly extend the construct of teacher
efficacy was the Ashton Efficacy Vignettes developed by Ashton, Buhr, and Crocker
(1984). While some components were consistent with the earlier measures with
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scenarios related to student performance, motivation, instructional effectiveness, and
classroom management, these scenarios, or “vignettes” extended the tasks to include
planning and evaluation. Using the understanding that teacher efficacy is affected by
context, Ashton et al. developed a scale with various situations a teacher might typically
encounter and teachers were asked to judge how effectively they would handle each
situation using a Likert scale to respond. Teachers rated how effective they would be for
each situation from extremely ineffective (1) to extremely effective (7). A total of 15
vignettes were presented that included general teaching experiences in addition to
situations regarding their belief about personal ability.
While making significant progress by including context into the measure of TSE,
the teachers’ self-rating could not be positively correlated to the original RAND items.
The Ashton Vignettes assessed outcome and efficacy expectations through exploration of
teacher perceptions, yet the lack of correlation to the RAND research meant that
researchers could not make a connection between perceptions about teaching and student
achievement (Fives, 2003).
TES. Gibson and Dembo (1984) were also among the first cognitive social theory
researchers to develop a measurement using a Likert-type scale for TSE called the TES.
They developed this 30-item measure of teacher efficacy in which teachers were asked to
respond to situational statements on a six-point Likert scale ranging from “strongly
agree” to “strongly disagree.” This ended up producing two differing factors as results.
Gibson and Dembo made the assumption that these two factors were those expected from
A. Bandura’s (1977) social cognitive theory, self-efficacy and outcome expectancy.
Gibson and Dembo labeled the first factor as “personal teaching efficacy” and the second,
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“teaching efficacy,” which is understood to be general teacher efficacy (M. TschannenMoran et al., 1998).
Gibson and Dembo’s (1984) TES has been the most frequently used scale to
measure TSE, and long accepted for the recognition it placed on the contexts from home
life of students. However, further research has revealed inconsistencies regarding the
interpretations, leading to concerns from continued use of the instrument (Dellinger et al.,
2008; R. M. Klassen & Chu, 2011). One major concern raised regarding interpretation
was that the scale did not clearly differentiate between TSE and general teacher efficacy.
Other researchers have questioned Gibson and Dembo’s interpretation of outcome
expectancy (M. Tschannen-Moran et al., 1998). Yet another concern is that while student
home environment is included within the situations presented for participant response,
not enough of the complexities of teaching situations were utilized. Therefore, later
researchers determined that the conclusions from studies using this instrument are limited
in developing understanding of the construct of TSE (Dellinger et al., 2008; M.
Tschannen-Moran et al., 1998).
Teacher sense of efficacy scale. The most recent scale utilized was developed by
M. Tschannen-Moran et al. (1998). The researchers worked to more closely relate their
construct to A. Bandura’s (1977, 1986, 1997) construct of self-efficacy by including the
sources of efficacy beliefs proposed: (a) mastery experiences, (b) vicarious experiences,
(c) verbal persuasion, and (d) physiological cues. M. Tschannen-Moran et al. used the
earlier measurement scales as a starting point, compared these to A. Bandura’s
constructs, and then focused on his theory to develop a model that more clearly
demonstrated the complexity of self-efficacy as it relates to teaching tasks.
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The five-step model visually represents the circular processing through which
efficacy is developed in teachers (see Figure 1) as described by A. Bandura (1997).
Cognitive processing analyzes a combination of the task to be performed and teaching
competence to complete that task at a personal level by the teacher. That teacher then
makes a judgement, with the outcome being the teacher’s self-efficacy beliefs. Those
beliefs are utilized to set goals, determine the effort put forth by the teacher, and engage
persistence, which work together to influence the actual teaching performance. The
performance serves to provide new sources of information to the teacher, which serves as
an experience toward future self-efficacy beliefs.

Figure 1. The cyclical nature of teacher efficacy. Adapted from “Teacher Efficacy: Its
Meaning and Measure,” by M. Tschannen-Moran, A. Woolfolk Hoy, and W. K. Hoy,
1998, p. 228. Copyright by Review of Educational Research, 68(2), 202-248.
Based upon their visual model, M. Tschannen-Moran and Woolfolk Hoy (2001)
proposed a new scale for measurement, called the Teacher Sense of Efficacy Scale
(TSES). This measurement scale assesses a broader range of teaching tasks that
demonstrate complexity within the profession without specific relation to a particular
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content area, school level, or other school contexts. Additionally, it included both the
analysis of teaching task and assessment of personal teaching competence. The scale was
presented in 24 items and started with the question, “How much can you do?” Using the
question related the 24 various situations, participants were required to respond on the
nine-point Likert-scale ranging from “nothing” to “a great deal.” These responses were
used by the researchers to determine TSE in three areas: (a) student engagement, (b)
instructional strategies, and (c) classroom management (M. Tschannen-Moran &
Woolfolk Hoy, 2001). Over time, the scale has been shortened to a 12-item short form
(Fives, 2003).
While more commonly utilized in current research, TSES has undergone some
criticisms. These include the idea that much of what A. Bandura recommends regarding
social construction tasks is missing from the scale (Labone, 2004). Further, it has not
been useful in the more current trend of measuring collective teacher efficacy and it lacks
of qualitative focus on how the sources of information impact TSE (R. M. Klassen &
Chu, 2011).
Outcomes of Teacher Self Efficacy
Researchers have correlated a variety of outcomes of teacher self-efficacy in the
profession of education (Bruce, Esmonde, Ross, Dookie, & Beatty, 2010; Caprara,
Barbranelli, Steca, & Malone, 2006; Fives, 2003; Pas, Bradshaw, & Hershfeldt, 2012; M.
Tschannen-Moran & McMaster, 2009; M. Zee & Koomen, 2016). These researchers
have verified a correlation between high TSE and positive outcomes for teachers and
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their students, working to determine the specific positive outcomes of teachers with
varying levels of TSE.
Outcome for Teacher
From the earliest studies that measured teacher self-efficacy, correlations for
teacher outcomes and levels of TSE have been present. Along with his claim that selfefficacy exists as a major influence on behavior in different settings, A. Bandura (1994,
1997) asserted that self-efficacy is a predictor of greater effort, persistence, and
optimism. Further research found that teachers with high self-efficacy will set goals for
themselves that are higher than their peers and then pursue success toward those goals
despite challenging settings (Pajeres, 1996). In addition, teacher self-efficacy influences
teacher behaviors that in turn affect their students’ motivation and achievement levels (E.
M. Skaalvik & Skaalvik, 2007; M. Tschannen-Moran & Woolfolk Hoy, 2001). Teachers
with higher TSE also tend to be more patient, and interact more positively with students,
including those who might otherwise be perceived as difficult (Gibson & Dembo, 1984).
In contrast, teachers with lower levels of TSE experience more difficulties in
teaching, which leads to higher levels of stress and lower degrees of job satisfaction when
compared with peers who have high TSE. Additionally, teachers with diminished TSE
suffer from cynical attitudes regarding peers and students, and a general feeling they are
no longer contributing in a meaningful way in the job. These factors lead to consistent
focus on the negative aspects of the job and towards teacher burnout (R. M. Klassen et
al., 2009). E. M. Skaalvik and Skaalvik (2010) found that teachers with lower levels of
TSE often experience long-term stress, which impacts their overall well-being.
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While multiple studies have looked at the stress levels induced by being involved
in education, teachers with higher levels of TSE experience more positive outcomes than
their peers who have low TSE and are often a predictor of how well-equipped a teacher is
able to handle the stress associated with being an educator in the field (Wang et al.,
2015). Wang et al. (2015) expanded upon prior research, finding that teachers with
higher TSE tended towards more optimism in their world views, and when faced with
situations that prove challenging, they were more likely to persist until they achieve the
high goals they set for themselves.
Outcome for Students
While teachers and their levels of TSE have been a focus of many self-efficacy
studies, outcomes for their students have been demonstrated to have a positive correlation
to teachers with high TSE. One of the most consistent outcomes is that of student
motivation. Since teachers with high TSE demonstrate a capacity to deal with various
situations and are likely to try despite challenges, their classroom management skills are
also often at a level conducive to student learning. Additionally, students will often
become more motivated by their teachers and the modelled persistence teachers with high
TSE demonstrate. As a result, students of these teachers learn better self-management
skills, better study habits, and persistence. These factors work together, when commonly
practiced, to motivate students towards success (A. Bandura, 1993; Bruce, Esmonde,
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Ross, Dookie, & Beatty, 2010; Caprara, Barbaranelli, Steca, & Malone, 2006; Fives,
2003; M. Zee & Koomen, 2016).
Impacts on Teacher self-efficacy
With so much information regarding the outcomes of highly efficacious teachers,
researchers have questioned if TSE is a fixed trait related to personality or if it is
malleable depending on the various experiences teachers encounter. A. Bandura’s (1994,
1997) theory and subsequent framework assert that TSE beliefs are determined by task
and contexts. This suggests that TSE beliefs are influenced by the experiences that
teachers have (Wyatt, 2014). Bruce et al. (2010) and R. M. Klassen and Chiu (2011)
illustrate that TSE and experiences are part of a cycle that is reciprocal and repetitive. An
example of this would be when a teacher attempts a strategy or provides a task that
results in improved student learning. As a result, the teacher’s self-efficacy beliefs are
raised because of the improved student learning and that raised TSE contributes to the
teacher’s feelings of optimism about future similar experiences, making repetition of such
behavior highly likely and cyclic (M. Tschannen-Moran & Johnson, 2011).
Another factor that can positively impact a teacher’s self-efficacy beliefs are
professional learning opportunities (C. Day & Gu, 2007; R. M. Klassen & Tze, 2014; D.
Palmer, 2011; M. Tschannen-Moran & McMaster, 2009). Professional learning that
focuses on specific content areas can positively influence TSE as it serves as a target for
content-area specific teachers, such as those who teach middle and high school.
Elementary teachers have the challenge of teaching all subjects and have demonstrated
themselves to be highly efficacious in teaching a subject like literacy, while holding
lower TSE regarding math. The teacher with lower TSE regarding math can have this
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strengthened by participating in professional learning that focuses on that content area
(D. Palmer, 2011).
Additionally, a significant amount of literature supports the claim that
professional learning utilizing A. Bandura’s (1997) four sources of efficacy information
can develop teacher self-efficacy. This occurs by intentionally utilizing mastery
experiences, verbal persuasion, vicarious experiences, and physiological arousal
attention. R. M. Klassen and Tze (2014) postulate that such development from
professional learning could occur by “providing opportunities for successful practice, by
providing supportive feedback when appropriate, by providing exposure to competent
and credible models, and by assisting pre-service teachers in ways to manage debilitating
emotions such as stress and anxiety that can hamper effectiveness” (p. 73).
Career Stages
Various models of the stages within a teaching career have been presented over
time. Steffy (2000) presents the stages of a teacher’s career in the following phases:
novice, professional, expert, distinguished, and emeritus. While these phases are
typically related to years of experience, Steffy indicates that they are not linear in
attainment but teachers move through them in relation to different experiences. Some
teachers never move beyond the initial phase of novice. It is possible for a teacher to
remain in one particular phase, even with many years of experience, if no professional
growth is made.
Huberman (1989) established the professional life cycle of teachers in seven
career stages. The stages Huberman presents are: career entry, stabilization,
experimentation and diversification, reassessment, serenity and relational distance,
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conservatism, and disengagement. Similar to other models, Huberman’s phases are not
linear but attained through experiences, resulting in his descriptors of each phase.
Huberman asserts that these career stages are also not a progression or universal. It is not
even necessary for a teacher to reach all of them. Rather, teachers enter a phase, can skip
and move back and forth depending on the experiences they encounter throughout their
career, and their choices within those moments. Huberman’s phases are developed such
that most current researchers utilize his presented cycle as a foundation.
Expanding upon Huberman’s (1989) research, C. Day and Gu (2007) presented
career stages as six phases they term as professional life phases. These phases combine
the idea of years of experience with Huberman’s description of what potentially occurs
during these phases based upon observations of teachers over time and how each phase
potentially requires different supports, including the development and sustaining of a
teacher’s efficacy at each phase. These phases are:
1. Professional life phase 0-3 years: Learning which builds identity and
classroom competence. Teachers in this phase often have a high-level
commitment to teaching because they are in the entry phase of their career.
During this phase, teachers either develop their sense of self-efficacy or
experience a diminishing of their self-efficacy. Teachers in this phase are
developing their professional identities, often participate in professional
learning, and are building classroom knowledge. Within this time, it is also
noted that experienced teachers and school culture influence these new
teachers in a way that significantly impacts their professional behavior.
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2. Professional life phase 4-7 years: Developing professional identity. Teachers
in this phase have started to experience the varied responsibilities and
complexities required of educators. Additional duties outside the classroom
affect teachers, providing either a growing sense of responsibility or a
challenge for those within these years. In this phase, teachers report heavy
workloads, which can affect their perception on teaching effectiveness and
motivation. Teachers in this phase experience either a strengthening, are
coping or managing, or are at risk in regard to their TSE, effectiveness, and
identity.
3. Professional life phase 8-15 years: Defining work-life balance. C. Day and
Gu (2007) refer to this phase as one that “marked a key watershed or
crossroads in teachers’ professional learning and development” (p. 436). A
majority of teachers in this phase have experienced the difficulties present
between managing personal and professional life. While most continue taking
on and meeting the requirements of additional responsibilities, these are now
weighted against an increase in family commitments. As a result, teachers in
this phase either sustain their effectiveness and motivation in the profession or
experience a sense of detachment and loss of motivation.
4. Professional life phase 16-23 years: Managing work-life tensions. After
emerging from what C. Day and Gu (2007) deem as the crossroads phase,
teachers in the professional life phase develop a clearer understanding of their
own identity as a professional teacher. At the same time, this phase is often
associated with years of life that include undesirable personal issues such as
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illnesses of parents or relatives, deaths in the family and divorce. Managing
the tensions that are elicited from these experiences in conjunction with those
from the complexities of work life can be challenging. As a result, teachers in
this phase experience their commitment and motivation related to teaching
either grow, maintain by coping, or decrease due to poor management of the
competing tensions.
5. Professional life phase 24-30 years: Adjusting to change. In this phase,
teachers experience extreme professional life challenges as they continue to be
required to adjust. Key components negatively affecting teachers include
worsening student behaviors, adverse personal life events, resentment towards
new initiatives, and career stagnation or a feeling of no longer being effective.
In this phase, teachers either adjust successfully to experience improved worklife balance and sustained motivation or are hanging in but are losing
motivation and commitment to the profession.
6. Professional life phase 31+: Sustaining commitment. Student achievement
and success, along with positive relationships with colleagues and students are
the main sources of satisfaction in teaching within this phase. When
experiencing these factors, teachers in this phase demonstrate a continued
interest in ongoing learning and improving their classroom knowledge in
order to fulfill their desires of a strong sense of professionalism before leaving
teaching. These teachers reported needing cultures that have strong leadership
that provides for emotional well-being of staff. In contrast, declining health,
lack of support in school, in addition to the challenges continuously presented
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in education can increase teachers’ fatigue and perceptions of their
contributions to the profession. Teachers in this phase either demonstrate a
high level of motivation, commitment and TSE, or display feelings of
disillusionment. (C. Day & Gu, 2007)
The career stages of teachers demonstrate themselves to be dynamic and related to
positive and negative experiences that influence their professional lives. C. Day and Gu
(2007) go on to summarize that,
The combined impact of positive professional and situation factors, such as
promotion, leadership, and collegial support, and teachers’ increased self-efficacy,
was potentially important in determining the commitment and effectiveness
trajectories of mid-years teachers. For teachers in the final phase of their
professional lives, in-school support had a significant role to play in helping
promote their sense of resilience, agency, and well-being and sustain their
commitment and effectiveness. (p. 438)
Conclusion
The review of literature demonstrates the ongoing research of teacher selfefficacy from the beginning of social learning theory through A. Bandura’s (1977, 1997)
work with social cognitive theory (J. B. Rotter, 1966). Research has expanded to focus
on the area of education and quantitatively measuring teachers’ perceptions of their own
TSE levels, how TSE impacts student achievement, and the contexts in which TSE is
influenced. Ongoing studies continue to attempt to deepen understanding and have
revealed a need for more qualitative exploration that includes career stages in order to
better understand how to support TSE in a positive way so that a teacher’s well-being is
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supported over a career. The intention for this study is to engage late-career elementary
teachers who have 24 or more years of experience in exploring the influences their career
experiences have had on their TSE.
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CHAPTER III: METHODOLOGY
Overview
Chapter I provided an overview to this study and corresponding research.
Research questions, significance of the research problem, definitions, delimitations and
organization of the study were also presented in that chapter. Chapter II reviewed the
literature regarding the psychological development of self-efficacy over the past four
decades, how self-efficacy has been measured quantitatively over time, and the absence
of qualitative studies that describe specific impact on self-efficacy beliefs in the context
of teachers.
This chapter presents the methodology used to construct and implement this
research study. It provides a review of the purpose statement and research questions
along with details regarding the research design, population, sample, instrumentation,
data collection, and data analysis. Detailed steps utilized in the research to increase
reliability and validity of the study are included (McMillan & Schumacher, 2010). The
researcher took part in a thematic study with each researcher focusing on a different
teacher career-level because the population of this study has a broad range of career
levels impacted by self-efficacy research (C. Day & Gu, 2007; Huberman, 1989).
Purpose Statement
The purpose of this ethnographic investigation was to examine and describe the
experiences that impact late-career elementary teacher self-efficacy beliefs based on A.
Bandura’s (1977) four psychological sources of information.
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Research Questions
The research questions based upon A. Bandura’s (1977) four sources of
information that guided this study are:
1. How do mastery experiences impact late-career elementary teachers’ selfefficacy beliefs?
2. How does verbal persuasion impact late-career elementary teachers’ selfefficacy beliefs?
3. How do vicarious experiences impact late-career elementary teachers’ selfefficacy beliefs?
4. How does physiological arousal impact late-career elementary teachers’ selfefficacy beliefs?
Research Design
Over the last several decades, there have been numerous studies conducted to
measure TSE utilizing quantitative data collection procedures (M. Tschannen-Moran et
al., 1998; M. Tschannen‐Moran & McMaster, 2009; Wyatt, 2014). These quantitative
data collection procedures included using surveys to assess a teacher’s locus of control,
their responsibility for student achievement, and teachers’ sense of self-efficacy (Ashton,
et al., 1984; Ashton & Webb, 1986; Gibson & Dembo, 1984; T. R. Guskey, 1981; J. S.
Rose & Medway, 1981). While these methods provided valuable data that has supported
the understanding of TSE, there continues to be lack of qualitative studies that take an indepth look at what shapes teacher self-efficacy beliefs (R. M. Klassen et al., 2011).
In order to gain a deeper understanding of the experiences that influence teacher
self-efficacy beliefs a qualitative inquiry approach was used to gather data for this
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study. Unlike quantitative studies, there is no attempt to manipulate or control the
behavior or the setting of the study. Instead, qualitative research seeks to examine
behavior as it occurs naturally. The context of the situation in which the behavior occurs
is also important to understanding the behavior. A qualitative researcher will gather this
information directly through observations or interviews. These observations and
interviews are geared toward getting a better understanding of the perspective of the
participants from their own point of view. Descriptions of what has been observed and
learned through interviews is recorded in detail so that an accurate picture of the behavior
can be obtained (Van Maanen, 2011).
Five designs of qualitative research are described by McMillan and Schumacher
(2010) as various ways in which to examine trends and themes through analysis and
discussion. These include (a) ethnography, (b) phenomenology, (c) case study, (d)
grounded theory, and (e) critical studies. Each of these were considered by the
researchers in relation to the purpose of this study. While phenomenology was a close
choice, it was not a fit for this study because phenomenology focuses on understanding
the perspective of the participants’ lived experiences regarding a certain phenomenon. A
case study examines a single person, object, case, or organization and this study required
multiple participants. A critical studies approach was also excluded due to the fact that
the study does not focus on a certain society or a social institution. Ethnography is
described as a qualitative process that focuses on an interpretation of a culture and
commonly utilizes interviews, fieldwork, and artifacts to elucidate findings (McMillan &
Schumacher, 2010). The subject and population of an ethnographic study are situated in
real-life contexts. An ethnographic research design uses an interview protocol to gather
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the rich narrative descriptions from the participants’ perspective. Because the purpose of
this study is to examine experiences in context from participants, ethnography is the most
appropriate research design.
Spradley (1979) describes an ethnographer as one who goes deeper to determine
the meaning behind the cultural behavior. A main tool utilized in ethnographic,
qualitative research is that of one-on-one, semi-structured interviews of participants
(Patten, 2014). Such a structure will allow for the possibility of in-depth information to
be elucidated, which is the purpose of this study. The ethnographic, semi-structured
interview designed for this study was based on the features provided by the seminal work
of Spradley (1979) in order to develop a comfortable setting and establish open-ended
questions so participants could provide rich accounts of situations that impacted selfefficacy. A semi-structured interview is comprised of open-response questions that allow
the participants to explain their lived experiences. Semi-structured interviews also allow
the researcher to ask subsequent questions that are guided by the participants’ responses
so that a deeper understanding of the lived experiences being studied can be gained.
After determining the research design, it is recommended that a study utilizes a
theoretical framework through which to filter information collected within an
ethnographic study (McMillan & Schumacher, 2010; Miles, Huberman, & Saldana,
2013). In order to discover the themes of the participants’ lived experiences a theoretical
framework was chosen. The theoretical framework is an important part of the research
design as it serves to support who will be included in the study and to support the
description of the themes that are discovered (Baxter & Jack, 2008). While it is still up to
the researcher to determine the relationships between the discovered themes and how
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they answer the research questions, the framework provides the researcher the
opportunity to begin to see the relationships between the proposed constructs.
Following the extensive literature review regarding teacher self-efficacy,
reviewing several interpretations of models based upon A. Bandura’s (1977) four sources
of psychological information, and discussing options with the thematic team, a
framework based upon A. Bandura’s original, seminal work was chosen. The literature
shows an agreement that these four sources will provide answers to possible questions
posed by a qualitatively designed study. Figure 2 shows the four areas from which
people create their judgements according to A. Bandura. This model from his seminal
work was used as the lens from which to code and analyze data from interviews of
participants.

Vicarious
Experiences

Mastery
Experiences

Verbal
Persuasion

Teacher
SelfEfficacy

Physiological
Arousal

Figure 2. Bandura’s four sources of information that impact self-efficacy. Adapted from
“Self-Efficacy: Toward a Unifying Theory of Behavioral Change,” by A. Bandura, 1977.
Psychological Review, 84(2), 191-215.
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Population
Population is defined as, “a group of individuals or events from which a sample is
drawn and to which results can be generalized” (McMillan & Schumacher, 2010. p. 5).
This study examines public school teachers in the state of California. According to the
California Department of Education (2016), there were a total of 352,599 teachers in the
state of California in the 2015-2016 school year, the most recent year statistics were
available. While all three peer researchers studied teachers as part of the thematic
process, the researchers determined the population would be divided further based on
teacher career stages because the literature demonstrated a variance in how years of
experience impact self-efficacy (Kitching, Morgan, &O’Leary, 2009).
C. Day and Gu (2007) suggest that teachers’ professional lives span six different
phases. The six career stages presented are:
1. 0-3 years: Learning which builds identity and classroom competence
2. 4-7 years: Developing professional identity
3. 8-15 years: Defining work-life balance
4. 16-23 years: Managing work-life tensions
5. 24-30 years: Adjusting to change
6. 31+ years: Sustaining commitment (C. Day & Gu, 2007, pp. 434-437).
For the purposes of this study, the peer researchers combined two phases of career
development for each study. Teachers with 0-7 years of experience are labeled earlycareer teachers, teachers with 8-23 years of experience are labeled mid-career teachers,
and those with 24 or more years are labeled late-career teachers. The population for this
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study is 55,804 late-career public elementary teachers (24+ years of experience) in the
state of California (CDE, 2016).
Target Population
To further define the population, a target population was identified. McMillan
and Schumacher (2010) define a target population as one that meets specific criteria or
conditions from the research context. There are currently 58 counties in the state of
California (CDE, 2016). Riverside County, located in southern California, is made up of
23 distinct school districts (RCOE, 2017) and is a good representation of the state of
California as a whole. Therefore, the target population for this study is 3,477 late-career
teachers in Riverside County.
Sample
McMillan and Schumacher (2010) define sample as the “group of individuals
from whom data are collected” (p. 129). The sample for this study included 15
participants that were late-career elementary teachers in public education from any of the
23 distinct school districts in Riverside County, which is located in southern
California. There are a total of 18,359 elementary, middle, and high school teachers in
Riverside County (CDE, 2016). Specific statistics on the number of elementary teachers
is not available. For this study, late-career elementary teachers with 24+ years of
teaching experience who met the following criteria were considered for the sample:
•

Worked as an elementary school teacher for 24 or more years.

•

Was serving in a Riverside County elementary school at that time.

•

Was willing to be interviewed in person, at a location determined by the
interviewee for approximately one hour in October through December, 2017.
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The sample for this study was 15 late-career public elementary teachers from
Riverside County, California.
The thematic peer researchers utilized a sponsor to make initial contact with
district and school administrators in Riverside County. The peer researchers contacted
the district and school administrators directly via email to inform them of the purpose of
the study and gain their support in seeking out participants (see Appendix A). The
district and school administrators provided names and email addresses of several teachers
who might be willing to participate in the research study. Once a selection of late-career
public elementary school teachers in Riverside County were identified following initial
contact through the district and school administrators, teachers were contacted by the
researcher directly via email (Appendix B).
Convenience sampling, which is a procedure used based on the accessibility of
available participants, was the strategy utilized by the thematic peer group to best
illuminate the broad experiences teachers have in relation to career stage (McMillan &
Schumacher, 2010). The researcher was able to secure a similar number of participants
from five different districts based on responses of those willing to participate. Because of
this, it was not necessary to employ a stratified random sampling approach. Stratified
random sampling is when subjects are chosen randomly from a predetermined group
(McMillan & Schumacher, 2010). As a result, this study contains data from 15
participants.
Instrumentation
McMillan and Schumacher (2010) define qualitative research instrumentation as
that which the researcher utilizes in terms of techniques or measures to collect
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information. Such instruments include interviews, observations, tests, and surveys. For
the purposes of this study, the researcher was considered the primary instrument in the
collection of qualitative data. The fact that the researcher conducted the one-on-one
interviews with the participants can be considered problematic since it is believed that it
can influence the collection of data due to biases the researcher may have (Pezalla,
Pettigrew, & Miller-Day, 2012). However, measures were taken to make sure such
biases didn't affect the outcome of the study. Patton (2015) notes that a researcher who
constructs quality interview questions that are directly tied to the research questions
attains trustworthiness and legitimacy. The goal and role of the researcher in a
qualitative study is to tell the narrative that directly answers the research questions posed.
Interview Questions
Following the data collection methods for qualitative research, interviews were
the primary method of data collection in this research project. The questions for this
research project were developed in conjunction with the thematic peer researchers
(Appendix C). Using A. Bandura’s theoretic framework of the four sources of selfefficacy information as a starting point, the peer researchers drafted questions so that the
necessary information could be elicited. Questions were drafted within each of the four
areas, along with potential follow-up questions to ensure stories shared contained enough
data to answer the research questions. Further, the questions were constructed so that a
follow-up question would ask for an opposite experience to the initial story. For
example, if the first shared experience elicited a positive or successful response, the
follow-up question would ask for a less-successful experience. This was done in order to
fully understand the experiences from the teachers' perception.
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Expert panel. To support the peer researchers in developing interview questions,
a panel of experts was established. Criteria was developed by the peer researchers to
determine the expert panel. The criteria included participants who have:
•

Experience constructing and conducting qualitative interviews.

•

Participated in efficacy research.

•

At least 10 years of experience in the field of education.

•

A doctoral degree from an accredited university.

•

Provides instruction in graduate coursework for an accredited university.

The expert panel was comprised of three individuals who met three of the five
criteria. All three hold educational doctorates and were well-versed with the qualitative
research process and the requirements for a study that is valid and reliable. Additionally,
the first panel member was a published author who presents on efficacy and is president
and founder of Convening Conversations, Inc. The second panel member was the
superintendent of a large southern California school district, has served as dissertation
chair on several dissertations on the topic of efficacy, and is a doctoral professor at an
accredited university. The third panel member was a retired public school administrator
with extensive experience in elementary education as both a classroom teacher and
school site administrator who has also been an instructor at an accredited university.
Each member of the expert panel received the interview questions via email. The
expert panel reviewed the questions independently of each other and sent their approval,
comments, and concerns back to the researcher. The comments for each question were
tracked and changes were made. Once all of the required changes were made, the
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interview questions were sent back to the expert panel for final approval. Any questions
that did not get approval from all three expert panel members were removed.
Validity
Validity within qualitative research is defined by McMillan and Schumacher
(2010) as the degree to which actual content that is being researched is captured. In
essence, it is understood that findings have been interpreted correctly. Therefore, it is
important that there is agreement between the researcher and the participants regarding
the information collected and the resulting meanings. The following strategies were
utilized for this study to strengthen validity:
1. The interview questions were developed and refined in conjunction with the
peer researchers and an expert panel. The expert panel validated the
appropriateness of the questions in relation to the research questions.
2. In preparation for the interview process, the peer researchers conducted pilot
interviews under the supervision of an expert in the field of qualitative
interviewing. This expert holds a doctoral degree, has been associate
superintendent of Educational Services in a large, urban school district in
southern California, and serves as a cohort mentor to doctoral students at an
accredited university. These pilot interviews gave the researcher the
opportunity to get comfortable with conducting an open-ended interview and
asking appropriate follow-up questions to ensure that all necessary data was
collected to answer the research questions. Pilot interviews were recorded on
video and sent to the interview expert. The expert was able to validate the
researcher's interview skills by giving specific feedback regarding the
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establishment of rapport through tone, body language, and the overall feel of
the interview.
3. During the interviews, a recording device was used to record participants’
responses verbatim. These recordings were transcribed both by the researcher
and by a transcription service. A copy of the transcription was sent to the
corresponding participant. In order to validate each participant's response,
member checking was employed. According to McMillan and Schumacher
(2010), member checking is allowing participants to review their information
for accuracy. Each participant was able to check the accuracy of the recorded
information from their interview via transcript, thus increasing the validity of
the experiences documented as part of this study.
Reliability
When a measurement yields consistent results it is said to be reliable (Patten,
2014). There are two tasks that support the reliability of a research project. First, another
researcher can replicate the steps taken to conduct the research. Second, the examination
of the data from both researchers is dependable (Golafshani, 2003).
The peer researchers worked together to review the data multiple times before
developing a preliminary list of patterns, codes, and themes. The data was viewed
through the lens of A. Bandura’s theoretical framework and the four psychological
sources of information. The sources include mastery experiences, verbal persuasions,
vicarious experiences, and physiological arousal. The four sources of information
include:
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•

Internal reliability of data: According to Patton (2015) triangulation of
qualitative sources occurs when data sources within the same method are
checked for consistency. When conducting qualitative fieldwork, it is
expected that researchers use triangulation to overcome potential biases from
single-method or single-observer data collection (Patton, 2015). He continues
by stating that, “a common misconception about triangulation involves
thinking that the purpose is to demonstrate that different data sources or
inquiry approaches yield essentially the same result. The point is to test for
such consistency” (Patton, 2015, p. 661). In this study, the internal reliability
was strengthened by comparing and crosschecking the consistency of
information that was gathered from multiple interviewees.

•

External reliability of data: When conducting quantitative studies, the
researcher is seeking to establish a set of rules in which external reliability of
measurements are imperative. Qualitative research seeks to understand
perceptions and as a result, qualitative inquiries do not typically require
external reliability. Because the essence of engaging in qualitative research is
to understand the perceptions of the people that live in the world, there is no
benchmark for external reliability in qualitative research (Merriam,
1995). What is more important in qualitative studies is that the results of the
study match the collected data, which is done through the triangulation
process.

•

Intercoder reliability: According to Lombard, Snyder-Duch, and Bracken
(2010), intercoder reliability occurs when independent coders reach the same

74

conclusion after evaluating a piece of collected data. The validity of data
interpretations in qualitative research are determined in part to properly
established intercoder reliability. If multiple researchers were to have
elevated levels of disagreement regarding the coding of data, the reliability of
the research could be compromised. To establish intercoder reliability in this
study the peer researchers worked together. After the primary researcher
completed her initial coding and interpretation of the data, one of the peer
researchers was asked to code approximately 10% of data coded by the
primary researcher. The data to be re-coded was chosen at random. Lombard
et al. state that a minimum of 90% agreement is desirable, however 80%
agreement is considered acceptable for quality intercoder reliability.
Data Collection
In order to examine and describe the experiences that impact late-career
elementary teachers’ self-efficacy beliefs based on A. Bandura’s four psychological
sources of information, the researcher engaged in an ethnographic investigation.
Therefore, the researcher primarily utilized semi-structured interviews as the method by
which to collect this data. The data collection for this study began in October of 2017
after completion of the necessary training from The National Institute of Health (NIH)
Office of Extramural Research to protect human research participants (see Appendix D),
and final approval from the Brandman University Institutional Review Board (BUIRB)
was received (Appendix E).
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Data Collection Procedures
The data collection procedures employed by the researcher are detailed in this
section to allow the opportunity for the study to be replicated.
Interviews. Spradley (1979) states that “an ethnographer seeks out ordinary
people with ordinary knowledge and builds on their common experience” (p. 25). An
ethnographer uses interviews as their primary method for gathering the knowledge of the
people being studied. He continues on to state that in-depth interviewing is actually the
result of developing rapport and eliciting information from the participants. The
following steps were taken to obtain participants to be interviewed and during the
interview process to establish rapport and elicit information from the participants:
1. The thematic peer researchers utilized a sponsor to make initial contact with
district and school administrators in Riverside County.
2. Once the initial contact with district and school administrators was made
through the sponsor, the peer researchers contacted the district and school
administrators directly via email to inform them of the purpose of the study
and gain their support in seeking out participants.
3. The district and school administrators provided names and email addresses of
several teachers who may be willing to participate in the research study.
4. Initial communication between the researcher and the potential participants
was made via email. This email included the purpose of the study, an
invitation to participate, and a copy of Participants’ Bill of Rights (see
Appendix F).
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5. A follow-up phone call or email was made to responding potential participants
based on their preferred mode of communication. During this
communication, the researcher provided further information regarding the
participant’s rights and how their privacy would be protected. The researcher
also reiterated the objectives of the research project and let the participants
know how much of their time would need to be committed to the study.
6. The researcher asked the participants to secure an interview location that
would be comfortable and nonthreatening to them. The interview date, time,
and location were confirmed at this time.
7. At the time of each scheduled interview, the researcher began by reviewing
the purpose of the study with the interviewee. The interviewee was also
informed of their right to stop and/or take a break during any portion of the
interview.
8. The researcher provided time for the interviewee to ask questions in relation
to the study and answered all questions.
9. The informed consent form (Appendix G), which was approved by the
researcher’s home institution, Brandman University, was reviewed by the
researcher and the interviewee signed.
10. The interview blocks were scheduled for one hour. Each interview began
with the scripted questions designed in conjunction with the peer researchers
and approved by the expert panel. The semi-structured format of the
interview allowed the researcher to have flexibility in asking follow-up
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questions. The interviews were recorded using an electronic audio recording
device. A secondary audio recording device was used as a back-up.
11. At the conclusion of the interview, the researcher thanked the interviewee for
their participation. The researcher explained that the contents of the recorded
interview would be transcribed in a timely manner. The researcher continued
by explaining that the transcriptions would be sent to the participant for their
review to ensure that all recorded and transcribed information was accurate.
12. The researcher personally transcribed or utilized a transcription service for
each interview. Each interview transcription was reviewed by the researcher
and then sent as a copy to each interviewee to check for accuracy.
Artifacts. During each interview conducted, the researcher considered potential
artifacts that might be collected from each interviewee. Examples of potential artifacts
include emails, reflective journals, grade-level or school agendas, meeting minutes, and
notes. At the conclusion of the interview, the researcher determined that no such artifacts
from the participants were noted.
Ethical Considerations
The researcher utilized all means necessary to protect participants of this study,
guard data, and minimize any risk. To begin, this study was approved by the BUIRB.
All participants interviewed participated with written informed consent. To ensure
protection of identity of participants, specific steps were taken. No personally
identifiable information was referenced. Each participating interviewee was assigned a
letter (e.g. Participant A) in lieu of name. All interviews were recorded on an audio file
that was kept on a password protected computer that only the researcher accessed. The
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audio recordings and transcripts were downloaded as password-protected documents for
the duration of the study. Throughout the study, only the peer researchers had access to
the transcripts. All documentation will be destroyed five years after the study.
At the onset of the study, all participants were provided an informational letter
describing the purpose of the study along with the participant bill of rights. At the
conclusion of data collection, participants were provided transcripts of the interview.
Participants were provided time to review their transcript and submit final feedback and
endorsement of information before data analysis.
Data Analysis
The process that best supports data analysis in qualitative research is an inductive
analysis. McMillan and Schumacher (2010) define inductive analysis as “the process
through which qualitative researchers synthesize and make meaning from the data,
starting with specific data and ending with categories and patterns” (p. 367). The steps
that the researcher followed to analyze the data after the data was prepared were:
1. Code the data
2. Describe the data
3. Categorize the data
4. Develop patterns
The coding of collected data from the interviews was ongoing throughout the
study.
Coding Process
Each interview was conducted individually and recorded. After the interview, the
researcher transcribed the interview into written transcripts. All of the data was reviewed
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multiple times in conjunction with the peer researchers to sort out initial
impressions. Preliminary codes and themes were discussed and were compared to see if
any duplicates existed (McMillan & Schumacher, 2010). Once the coding system had
been refined with the input of the peer researchers, the interview transcriptions were
uploaded into NVivo. NVivo is a computer software program that supports that analysis
of large amounts of qualitative data.
The steps followed for the coding of the data included:
1. The codes were scanned for preliminary themes. A. Bandura’s (1977)
theoretical framework of the sources of self-efficacy that guided this study led
to the primary themes of mastery experiences, verbal persuasions, vicarious
experiences, and physiological arousal being identified.
2. The frequency of each code was calculated. Using the computer software
NVivo supported the identification of the frequency with which each code
appeared. As codes began to grow in frequency, the strength of the emergent
themes increased.
3. The themes and frequencies were analyzed. The researcher, along with the
peer researchers, began to review the themes and frequencies to ensure an
accurate and reliable interpretation of the experiences that impact late-career
elementary teacher self-efficacy beliefs.
The themes were determined based on A. Bandura’s (1977) four sources of
efficacy information. Responses from interviews were analyzed and then categorized
into the corresponding, identified themes of mastery experience, vicarious experience,
verbal persuasion, and physiological arousal. The responses in each theme were totaled
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based on single occurrences within each theme or if the experience transpired in
conjunction with another source. These were totaled and compared in relation to the
research questions.
Limitations
According to Roberts (2010), limitations are the features of a study that may
narrow the generalizability of the study. The limitations acknowledged by the researcher
include the inherent bias of the researcher as the main instrument of the study, the selfreported nature of the collected data, and the small sample size. Following are the three
limitations identified in this study and how they were addressed:
•

The researcher was the main instrument of the study, allowing for potential
bias in the development of the research instruments. To minimize the
potential effects of this limitation, the researcher worked in conjunction with
peer researchers to design the interview questions and an expert panel was
consulted. Additionally, the data was triangulated within the study and across
the peer researchers’ studies.

•

The data was collected via interviews and was reported by the interviewees
thus limiting the data collected to self-reports of the experiences of the
interviewees. The researcher took many precautions to establish rapport with
each interviewee before conducting the actual interview. The researcher
conducted pilot interviews under the supervision of the member of the expert
panel and received feedback on tone and body language during the
interview. The researcher was trained in Cognitive Coaching, providing her
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with the necessary skills to elicit information from interviewees in relaxed and
accurate manner.
•

The sample size of this study was another limitation. The 15 selected
participants came from three different districts in Riverside County. This may
affect the generalizability of the study to other counties. The researcher did
employ maximum variation sampling techniques to ensure the widest range of
participants was selected.
Summary

This study used an ethnographic, qualitative methodology design to examine and
describe what experiences impact late-career elementary teacher self-efficacy beliefs
based on A. Bandura’s (1977) four psychological sources of information. The purpose of
this chapter was to present the research design, present how population and sample were
selected, and describe how interviews of participants were conducted. Additionally,
validity and reliability were discussed in detail along with the step-by-step process
followed so that this study can be easily replicated.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
Chapter I provided an overview to this study and corresponding research.
Research questions, significance of the research problem, definitions, delimitations and
organization of the study were also presented in that chapter. Chapter II reviewed the
literature regarding the psychological development of self-efficacy over the past four
decades, how self-efficacy has been measured quantitatively over time, and the absence
of qualitative studies that describe specific impact on self-efficacy beliefs in the context
of teachers. Chapter III presented the methodology used to construct and implement this
research study. This chapter provides a review of the purpose statement and research
questions along with a description of the research methods, data collection procedures,
description of the participants, a presentation of analyzed research data in detail, and a
summary of the study’s findings.
Purpose Statement
The purpose of this ethnographic investigation was to examine and describe the
experiences that impact late-career elementary teacher self-efficacy beliefs based on A.
Bandura’s (1977) four psychological sources of information.
Research Questions
The research questions based upon A. Bandura’s (1977) four sources of information
that guided this study are:
1. How do mastery experiences impact late-career elementary teachers’ selfefficacy beliefs?
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2. How does verbal persuasion impact late-career elementary teachers’ selfefficacy beliefs?
3. How do vicarious experiences impact late-career elementary teachers’ selfefficacy beliefs?
4. How does physiological arousal impact late-career elementary teachers’ selfefficacy beliefs?
Research Methods and Data Collection Procedures
In order to gain a deeper understanding of the experiences that influence teacher
self-efficacy beliefs a qualitative inquiry approach was used to gather data for this
study. Unlike quantitative studies, there is no attempt to manipulate or control the
behavior or the setting of the study. Instead, qualitative research seeks to examine
behavior as it occurs naturally. The context of the situation in which the behavior occurs
is also important to understanding the behavior. A qualitative researcher gathers this
information directly through observations or interviews. These observations and
interviews are geared toward getting a better understanding of the perspective of the
participants from their own point of view. Descriptions of what has been observed and
learned through interviews is recorded in detail so that an accurate picture of the behavior
can be obtained (Van Maanen, 2011).
After determining the research design, it is recommended that a study utilize a
theoretical framework through which to filter information collected within an
ethnographic study (McMillan & Schumacher, 2010; Miles et al., 2013). In order to
discover the themes of the participants’ lived experiences a theoretical framework was
chosen. The theoretical framework is an important part of the research design as it serves
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to support who will be included in the study and the description of the themes that are
discovered (Baxter & Jack, 2008). After reviewing the literature focused on teacher selfefficacy extensively, and examining options with the peer researchers, A. Bandura’s
(1977) seminal work on the four sources of information that impact self-efficacy was
chosen. A. Bandura’s framework was utilized to design the interview questions that
served as the source of the study’s data collection and was further utilized to analyze the
data.
Population
Population is defined as, “a group of individuals or events from which a sample is
drawn and to which results can be generalized” (McMillan & Schumacher, 2010. p.
5). The population for this study is elementary public school teachers in the state of
California. While all three researchers studied public elementary school teachers, the
peer researchers, as part of the thematic process, determined the target population
would be divided further based on teacher career stages because the literature
demonstrated a variance in how years of experience impact self-efficacy (Kitching et al.,
2009).
C. Day and Gu (2007) suggest that teachers’ professional lives span six different
phases. The six career stages presented are:
1. 0-3 years: Learning which builds identity and classroom competence
2. 4-7 years: Developing professional identity
3. 8-15 years: Defining work-life balance
4. 16-23 years: Managing work-life tensions
5. 24-30 years: Adjusting to change
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6. 31+ years: Sustaining commitment (C. Day & Gu, 2007, pp. 434-437).
For the purposes of this study, the peer researchers combined two phases of career
development for each study. Teachers with 0-7 years of experience are labeled earlycareer teachers, teachers with 8-23 years of experience are labeled mid-career teachers,
and those with 24 or more years are labeled late-career teachers. The target population
for this study is 55,804 late-career public elementary teachers (24+ years of experience)
in the state of California (CDE, 2016). There are currently 58 counties in the state of
California (CDE, 2016). Riverside County, located in southern California, is made up of
23 distinct school districts (RCOE, 2017) and is a good representation of the state of
California as a whole. Therefore, the target population for this study is 3,477 late-career
teachers in Riverside County.
Sample
McMillan and Schumacher (2010) define sample as the “group of individuals
from whom data are collected” (p. 129). The sample for this study included 15
participants that were late-career elementary teachers in public elementary schools from
11 different schools, across five of the 23 distinct school districts in Riverside County,
California. District and school administrators from several districts in Riverside County
were contacted and assisted the researcher with identifying participants. Each participant
was contacted directly by the researcher and voluntarily consented to participate. In
addition, each participant met the criteria of at least 24 or more years of teaching
experience in an elementary school and was teaching at an elementary school in
Riverside County at the time the study was conducted.
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Demographic Data
The sample consisted of 15 participants who were interviewed during one-on-one
semi-structured interviews at a location of the participant’s choosing. The participants
represented the various grade levels taught at the elementary level along with various
schools and districts in Riverside County. Table 1 presents detailed data of participants
at the time of the study and includes gender, grade level being taught, years of experience
as an elementary teacher, district of employment, and school site.
Table 1
Description of the Sample
Participant
Participant A

Gender
F

Participant B

F

Participant C

Grade Level
Kindergarten

Years of
Experience

35

District
District V

School
School 1

First Grade

24

District V

School 1

F

Second Grade

26

District V

School 2

Participant D

F

Fourth Grade

24

District W

School 3

Participant E

F

Third Grade

28

District W

School 3

Participant F

F

Fifth Grade

25

District X

School 4

Participant G

M

Fifth Grade

25

District X

School 4

Participant H

F

Second Grade

28

District Z

School 5

Participant I

F

Second Grade

29

District Z

School 6

Participant J

F

34

District X

School 7

Participant K

F

Transitional
Kindergarten (TK)
Kindergarten

29

District Y

School 8

Participant L

F

30

District Z

School 9

Participant M

F

4th – 6th grades,
Special Day Class
Sixth Grade

34

District Y

School 10

Participant N

F

Kindergarten

26

District Z

School 9

Participant O

F

Sixth Grade

35

District Z

School 11
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Presentation and Analysis of Data
This study’s findings were gathered from data elicited from one-on-one
interviews conducted between October 18, 2017 and December 21, 2017. Fifteen
participants from a variety of schools and school districts in Riverside County, California
were interviewed at separate, one-time sessions to garner a variety of site contexts.
Additionally, at least one participant from each grade level taught in an elementary
school was involved, including a special education day class teacher, offering further
variety to the data. The objective of the interviews was to gather various experiences
from a variety of late-career elementary teachers to analyze for emerging themes that
would contribute to better understanding of how teacher self-efficacy is influenced.
Development of Themes and Frequencies
Throughout data collection, each participant’s interview was recorded. Each
audio file was transcribed with any personal participant identification removed and
assigned a letter. To verify proper transcription, each participant was emailed his or her
own transcription file for review and verification. After all participants’ transcriptions
were completed, the researcher scanned the data to determine potential themes. A
preliminary list of 29 themes was determined and reviewed with peer researchers to
establish clarification of terminology and analysis, including alignment of theme to one
of A. Bandura’s (1977) four sources of psychological information. The preliminary list
of themes was entered into NVivo software, along with the 15 transcriptions of
participant interviews in order for the transcriptions to be utilized during the coding
process. As a result, the peer researchers determined that in order for a theme to be
significant to the study for late-career teacher, it needed to have a minimum frequency of
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12 with a minimum of five sources. After applying the qualifying criteria, the number of
themes for this study was reduced to 10. It was determined through review with peer
researchers that a legitimate frequency for later-career elementary teachers would be a
minimum of 12 references across a minimum of six sources given the amount of
experiences late-career elementary teachers have from the course of their 24+ years of
experience. Table 2 presents the 10 themes that emerged from the data analysis process.
Table 2
Themes and Frequency
Sources

Themes
1. Teachers feel valued given positive input.
2. The positive relationships teachers establish refuels their
energy to persist in the field.

(of 15 total)

References

14
11

34
34

3. Teachers develop confidence when observing a trusted
colleague.
4. Persevering through challenging situations increases a
teachers’ commitment to the profession.
5. Teachers feel motivated to improve when observing
other teachers’ successes or failures.
6. Teachers develop a deep understanding of how students
learn.

11

27

11

25

12

23

11

23

7. Teachers feel a sense of joy when the light bulb goes on
for the kids.
8. Teachers feel disconnected from negative input

12

18

10

18

9. Teachers feel proud when they contribute to others’
personal growth.

10

16

10. Teachers experience burnout when they cannot meet
individual student needs.

10

15

Total

233

The theoretical framework of A. Bandura’s (1977) four sources of information
that impact self-efficacy was utilized to analyze the theme data. A. Bandura asserts that a
teacher’s self-efficacy is impacted by mastery experiences, vicarious experiences, verbal
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persuasion, and physiological arousal. Using the framework to develop the interview
questions assisted the peer researchers with determining themes and how those themes
aligned to A. Bandura’s four sources of self-efficacy beliefs. Table 3 demonstrates theme
alignment to each of the four sources.
Table 3
Themes and Theoretical Framework
A. Bandura’s Four Sources of Self-Efficacy Beliefs
Mastery Experiences:
The instances in which an individual is actually able to perform
a difficult teaching task with success.

Theme
4, 6, 9, 10

Verbal Persuasion:
The instances in which others provide an individual with verbal
encouragement about their capability to perform a given task.

1, 8

Vicarious Experiences:
3, 5
The instances in which an individual makes judgments about
their own abilities after observing someone similar to themselves
perform a difficult task with success.
Physiological Arousal:
An individual’s emotional state when presented with performing
a specific task.

2, 7

The findings of the study are presented in a descriptive format as they relate to
each of the four sources of information that impact self-efficacy along with the research
questions associated to that source (A. Bandura, 1977). This section relates the
perceptions of the participants regarding how their own teaching experiences impacted
their TSE over the course of their career in elementary education.
Mastery Experiences
A. Bandura (1993) asserts that mastery experiences are the strongest influence on
self-efficacy perceptions. Outcomes that elicit an interpretation of success by an
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individual raise self-efficacy, while a performance perceived as a failure weakens it. It is
important to recognize, however, that a success or failure does not automatically elicit
stronger or weaker self-efficacy. Self-efficacy related to a task is determined by how the
individual processes the performance of the task (A. Bandura, 1997).
Research question 1: The first research question driving this study and related to
mastery experiences asked: How do mastery experiences impact late-career elementary
teachers’ self-efficacy beliefs?
The following four themes emerged as the strongest related to teachers’
perception of how mastery experiences impact their self-efficacy:
•

Persevering through challenging situations increases a teachers’ commitment
to the profession.

•

Teachers develop a deep understanding of how students learn.

•

Teachers feel proud when they contribute to others’ personal growth

•

Teachers experience burnout when they cannot meet individual student needs.

Theme 1: Persevering through challenging situations increases a teachers’
commitment to the profession. The most prominent theme relating to mastery
experiences connects to how living through and learning from difficult situations over
time helped participants remain committed to their field while also supporting their
understanding that they could get through the next challenge presented. Further, because
of the number of years of experience held, participants in the late-career stage have
reached a common acceptance that difficult situations would come in a variety of
contexts because of the complexity described in regard to the field of elementary
education. Getting through challenges built resilience, impacting their feeling of success,
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which is a direct component of a mastery experience. Of the 15 participants, 11 shared
situations that demonstrated their persevering through what they felt were challenges
throughout their careers. This ended up being a broad theme that was elicited from
experiences shared as responses within all four sources of information.
Some indicated that, compared to when they first started teaching, they had to
figure out the difficulties of getting the majority of their students where they needed to be
through their own learning instead of having left college properly trained. Many of the
experiences related to this self-learning occurred because of failed teaching experiences
or initiatives that did not go well. Initiatives mentioned included those induced from the
state, district, and school site levels. Others shared how frustrated they were at the
beginning of their careers because they were not properly trained for some of the
specifics related to elementary school teaching because multiple subject teachers not only
teach all subjects, they also could be assigned any grade-level from transitional
kindergarten to eighth grade. The specific skills needed to achieve literacy and
mathematical understanding changes and shifts developmentally depending on the agelevel of the children being taught. Participant K shared,
When I first started teaching, I was just trying to figure out how to do this. I was
very happy when I figured out how to get the majority of the kids where they’re
supposed to be. You know, laying that foundation successfully.
Staying the course provided a sense of resiliency, which in turn impacted their
commitment to continuing in education. While reaching an understanding about
perseverance during difficult situations did not happen quickly for some of the teachers,
their continuing forward through those tougher situations over time helped them
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understand that they benefitted from living through those experiences and their
knowledge about what to do grew. Additionally, they learned valuable insights into
better teaching strategies, learning modalities of students, and how to handle difficult
situations in various contexts. Several spoke directly that perseverance producing
commitment was a result of the fact that they are late-career teachers. Therefore, they
have had years in which so many experiences to have occurred, compared to when they
started. Participant O shared,
It just feels so good to get through difficult times. It gives you a purpose. And
you just need more of those early in your career to keep going on. There was
never a time when I said I’m stopping. I kept going. There was a time I was
going to stop here [referring to her school site]. That was my first year here and
the culture of the parents was entitled, and it was really hard. But obviously, I
didn’t stop.
Some participants valued the concept of perseverance so much, and how it
impacted their TSE, that they incorporated perseverance as a learned behavior into their
teaching. Participant M gave a specific example of this when she shared,
I’m excited about it [referring to a particular project that is difficult for students]
and then I know from past experience that those kids are different after having
done that project. For the rest of the year, I can always point them back to when
we did that. When we’ve hit a tough area in math, I can say, “Hey, remember
when you did that project? You didn’t think you’re going to finish the star, either.
But you did, right?
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In regard to content area as a context for difficulty, some participants were quick
to target specific areas that made them feel less successful as a teacher because they were
not as comfortable with the content themselves. In the late-career stage, one that came up
often was the area of technology. Because teachers in this stage have been in the
profession since the 80s or 90s, technology is not an area that is natural to most of them,
and it has evolved significantly since they started teaching. Two teachers mentioned how
they had completed their master’s degrees using a typewriter and microfiche. Having
evolved with technology, however, made several of them quite proud of themselves and
it was apparent their TSE was higher regarding technology than might be assumed of a
late-career elementary teacher. Further, it can be inferred that because late-career
elementary teachers have developed a deep understanding of how students learn, a theme
that will be discussed later in this chapter, they also understand the importance of how
something like technology impacts student learning. Therefore, they shared how
imperative it was for them to persevere through their own learning as part of the
profession, essentially building their mastery experiences as a result. Participant K
shared a specific example of this when she shared,
I'm really proud of the fact that I haven't let my fear of technology stop me from
pushing those boundaries because I can see that education is shifting right now.
And for my kids to be prepared for their future. [Technology] is the bigger, wider
picture for students. They need these skills. I need these skills to be able to give
them these skills. So, I would say that one because it's going to have more impact
in the long run.
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Through the shared stories of the participants, it became clear that experiencing
success with persevering through various difficulties impacted the TSE of late-career
elementary teachers such that they are willing to persist in the field. Their overall
responses when asked directly if a negative or positive experience impacted their TSE
more most often went toward the positive because they had built a core belief that the
negative times will come, but they can and will get through it. That core belief defines
resiliency. It was the most frequently occurring theme within the source of mastery
experiences with 25 references (see Table 4).
Table 4
Frequency of Mastery Experiences: Theme 1
Theme
Persevering through challenging situations increases a
teachers’ commitment to the profession.

Sources
11

References
25

Theme 2: Teachers develop a deep understanding of how students learn.
Mastery experiences impact teachers over time so that they develop a high TSE related to
their understanding of how students learn within different content areas. Once teachers
reach a level of feeling successful to a degree they have high confidence about how they
deliver instruction or how students achieve success, participants were able to convey
experiences related to this confidence. This theme significantly emerged with 23
references from 11 sources. When asked to share experiences about which they felt
successful, participants spoke with specificity to how they developed their understanding
of how students learn. Experiences shared varied from different content areas,
throughout grade levels, and some with their philosophies in regard to what it means for
students to be successful. All teachers reported varied paths of how they achieved deep

95

understanding of how students learn because the needs required within each grade level
change at the pedagogy level as well as academic content standard requirements.
According to teachers in primary grades, foundational literacy skills are extremely
important in lower grades, and not all teachers are trained to appropriately teach
foundational skills during the credentialing process. Foundational skills include phonics,
phonemic awareness, fluency, vocabulary and comprehension skills. Participants who
taught primary grade levels related how understanding the difference between hearing
sounds and replicating them verbally, to representing sounds with letter symbols, are
elements that primary teachers must know, and then these shift in upper grades. Even
when understanding of this is adequate, teachers indicated the training they receive is
often rooted in theory; however, the providing such instruction in the reality of varied
needs within a classroom is so much more difficult than university classes can prepare a
teacher for. This includes the involving of parents in their children’s education.
Participant A thoroughly shared how she started in regard to teaching reading, and how
her own learning deepened her understanding of how students learn, significantly
impacting her success with students and her high level of TSE in regard to teaching
foundational literacy skills to kindergarteners:
I think in the area of language arts, when I first started, I feel like I really don’t
think they really taught me how to teach reading when I was in college, and even
in my graduate courses. When I first started teaching and walked into the
classroom, I have the manual and I have everything else, but no one ever taught
me the sequential process of learning to read. I noticed that with a lot of new
teachers coming in, that same feeling of anxiety; okay well I learned this, this and
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this, but how do I actually put this together when I am in front of students? And
no one told me that they would be coming in at all these different levels, or maybe
they suggested it, but until you experience it - where do I start? Where do I go
from here? How can I differentiate for all the kids who are walking in the door?
But now I feel like I know exactly how to teach reading and new teachers coming
in don’t really understand it.
She further shared that her deep understanding of foundational skills developed
over the course of her career was the reason she first chose to teach kindergarten. Her
feeling successful in her understanding of student learning of foundational literacy has
led to her persist with teaching kindergarten so that she could provide the foundational
skills the students might otherwise miss from a less-experienced teacher:
I thought if I could start in kindergarten, and this is where I found mastery, that if
I could start in kindergarten, and start with the teaching of the reading program in
a structured, sequential manner, that students might be able to go on without
enduring being behind or having the same types of problems in reading that I have
seen over the years. (Participant A)
Adding to the knowledge of how teachers add to their deepened knowledge, latecareer elementary teachers interviewed added to their stories of how they learned over the
course of their career by discussing professional development. Subsequently, an
additional factor leading to the deepened understanding of how students learn is provided
through various professional development opportunities. Participant B shared,
They gave us a lot of professional development with Project Read, how to teach
and conduct running records, and how to teach reading. So, you learn it, and then
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you apply it, and then, after the years, you just ... I mean, although students
themselves have changed, and the populations have changed, there's still the
foundation of reading skills that seems to be most important.
Similarly, Participant H shared a professional development experience related to
literacy and then how she utilized that to develop her teaching of phonics over time:
We came back into teaching sound/spelling and specific, explicit phonics. Once I
went to an in-service about that and then I worked with the T.S.A. (Teacher on
Special Assignment) on how to develop a really good PowerPoint for a
sound/spelling lesson. And I think now I can teach you sound/spelling
relationships, whether it's first grade or if it's second grade, where they've learned
them and now are reviewing them for mastery. I know how to just do it and I
know how to view the room and get that temperature of what's going on and who
knows what really. That's something that I feel really strong about. I'm really
great at making up practice and review games so that we can do a whole class
review that’s fun.
Overall, teachers in this career-stage all spoke to how the curriculum and even the
strategies being implemented have changed over the course of their careers, and some
have come back again as expectations, depending on school site or district. Despite these
changes, teachers who shared deep understanding of student learning experiences felt
they knew how to make the adjustments needed, and what other components they might
keep as they continue to grow as a career-long learner. One of the most repetitious
details shared by several participants was that they each seemed to have an understanding
that all their students learn differently. Participant K described,
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I used my district's units of study to guide my choice of curriculum into
techniques and I'm very happy that they give me some latitude - that I'm allowed
to choose curriculum services that meet the standards that I'm teaching. So, I
have some flexibility there. That's very important I think. And - different kids
respond differently to different stimuli. So, being able to pick and choose what
works for this particular group or that particular student is really important.
The late-career elementary teachers who shared experiences related to this theme
had a clear confidence regarding what they knew in relation to student learning and how
that understanding helped them when changes in curriculum or administration came
along. As a result, this theme may be linked to perseverance as teachers shared that their
feelings of knowing what to do for particular students, and within certain content areas,
impacted their feelings of success and willingness to persist in the field (see Table 5).
Table 5
Frequency of Mastery Experiences: Theme 2
Theme
Teachers develop a deep understanding of how
students learn.

Sources
11

References
23

Theme 3: Teachers feel proud when they contribute to others’ personal growth.
Teachers reported a sense of pride when they directly observe their students or their own
teacher peers grow over time as a direct result of their contributions. This feeling of
being proud directly impacted their perception of being successful. While the 16
references to this theme from 10 sources were diverse, each shared experience within this
theme related to a perception of contributing to long-term growth that is beneficial to life
or learning rather than a moment when a student first achieves understanding. That “aha”
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moment experience is considered different by the researcher and is described in a
different theme.
Helping students at a school site achieve beyond what is expected of them was
imbedded in several experiences related by teachers who work in areas that serve
populations that are considered to have a low socio-economic status. Participant F shared
a specific situation in which she felt successful because she chose to focus on her
students making academic progress rather than being concerned with the student working
towards grade-level mastery. Such students are often more than one grade level below
the one to which they are assigned, making the gain they would need to make to reach
grade-level proficiency quite large and extremely difficult. When asked why she was
proud of the success students had from her instruction, despite working at up to two grade
levels below the grade to which they were assigned, she stated,
I found that I am good at finding where they are and helping them grow from
there instead of constantly focusing on one little standard that you need to hit.
But [with this group] all this prerequisite is gone, we can focus on what they
know, and if we don't hit the grade level, we don't hit the grade level, but they’re
closer than we started. They're varying levels too. I have some kids who are real
beginners, they don't know very much English at all. Then I have some kids
who've been here since kinder, and they're still testing at an EI [referring to the
‘early intermediate’ score on the California English Language Development Test],
which is low or intermediate. So, their ability levels are very different.
(Participant F)
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The fact that the students had demonstrated significant growth, even though they
remained below grade level, greatly impacted her TSE because they had shown success.
While it was not to the degree that the students were on grade level, it was enough
success for her to know they were moving in the right direction.
Participant H shared a similar experience that described the pride she feels when
the learning from her deep knowledge of phonics instruction translates into long-term
learning by her second-graders:
And then, down the road the success I see, not only when I give a spelling test –
for that I know that they've been memorizing and practicing, so, it's seeing it in
their actual writing -using it - and then, also now that we're using iReady [a
diagnostic assessment], seeing the specific growth in their phonics – that is where
the students especially need to grow.
Participant D explored her feelings of pride when her students demonstrated
success that she felt would be ongoing for them by stating,
And what was great about it is they were amazingly well-behaved, because they
wanted to do it, they learned so much, and it was fun to see them shine in an area
that maybe before was, you know, a bit of a struggle for them.
Most participants who made a reference within this theme, in one way or another,
reported that the pride they experienced supports their feelings of worth in the field.
Participant I explained it this way:
Seeing the impact that I could have on a student; my own student - the student I
cared for and had seen struggle, struggle, struggle, and they become readers. And
I think that those moments, it solidifies that I'm where I need to be.
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In general, through the experiences relayed within this theme, it is apparent that if
teachers develop a sense of pride because they have impacted student growth toward a
better life, their sense of worth validates that they made the correct decision to persist in
the field of education. This sense of worth is developed over time. Teachers reported
receiving this over the course of a school year as well as over the course of their careers
(see Table 6).
Table 6
Frequency of Mastery Experiences: Theme 3
Theme
Teachers feel proud when they contribute to others’
personal growth.

Sources
10

References
16

Theme 4: Teachers experience burnout when they cannot meet individual
student needs. This theme captures one of the major contributing factors that lead
to a teacher feeling burned out and impacting their TSE negatively: Not being able to
reach some of their students because of how varied their needs actually are. Participants
reported their struggle and subsequent frustration when unable to meet various needs of
their students as learners, both academically and behaviorally. In addition, they reported
how, at times throughout their career, they lacked materials, which contributed to their
inability to meet student needs. With 15 references from 10 sources this theme
demonstrates a major factor that can reduce TSE.
For some participants, this feeling of burnout was reached when they personally
lacked a specific strategy, skill set, or ability to reach a particular component of academic
standards. Sometimes this was caused by change in the standards or in the expectations
imbedded within those standards. When considering academic standard expectations,
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teachers spoke about struggling in areas such as helping English Learners grasp grammar
in English, helping young students develop comprehension skills after they had mastered
decoding, and several spoke of the difficulties they had teaching the “new” math. When
discussing grammar, Participant G felt successful for the majority of the class, but really
struggled when it came to English Learner students in his class. He stated, “I’m teaching
grammar, but it’s harder for me to convey the concept to them [referring to students
classified as EL] in a concrete way. I feel less efficient. I feel less effective.”
Participant H shared feelings similarly. In her experience, she felt very successful
as a primary teacher with teaching the foundational skills of phonemic awareness,
phonics, and fluency. However, in recent years, she found that teaching reading
comprehension at a deeper level was difficult, particularly for first or second graders.
When considering how she felt very successful at teaching the majority of early literacy
skills, and had high TSE in that area, when working in the area of comprehension, she
stated,
I'm still working to master good, solid, rigorous comprehension lessons for
second graders. Most of my career I was in the "learning to read" stages with
basic comprehension. Now rigor has changed with comprehension - in teaching
literature. We're doing what used to be such an upper-grade thing. I think that
when I'm doing nonfiction text, not a problem - because that's fact. You have
your topic, you have your main ideas and your details, and you can find them and
you can back them up. But when it comes to literature and the nuances and what's the difference between detail and literature and a key event. In nonfiction,
you can take all the details away and your key events give you your summary. I
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mean there's things I know as a reader and writer, but I still need to work on
strengthening and releasing the responsibility of the students. But they still need a
lot of modeling and guidance so it’s difficult. Some kids really struggle and that’s
hard for me. It doesn’t feel good. (Participant H)
Through the sharing of experiences like these, when a teacher does not feel good
about students’ struggles, their TSE is impacted negatively. Another area that stretched
some teachers was a lack of ability to address all the behaviors exhibited in a classroom
that could get in the way of student learning. Behaviors, in particular, seem to lead to
teacher exhaustion. Participant B related her experience in a first-grade classroom
comprised of mostly boys, that she had difficulty, even after many years of experience,
with getting their attention. She stated,
Keeping their attention, for a very long time, especially, with active boys that just
want to be all over the place - I try to do the song and dance. But, just having
strict rules of [pointing to class contract], is not enough. And I still have not
learned how to get them to focus. It makes it hard. And tiring. (Participant B)
Participant F shared an experience from a previous year that produced burnout
significant enough that she considered leaving the profession. She had been assigned a
Sheltered English Immersion class (SEI) that focused on a group that had significant
behavior issues in addition to their significant struggles with learning English. The
combination of these two factors was too overwhelming. She shared,
This year I didn't get all of the behavior kids, and I've got my share like anyone
else. But, it's a much different experience this year. It feels good, because I was
done last year. I was like - I'm not doing this anymore. (Participant F)
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An additional component of this theme is linked to how late-career elementary
teachers feel like they have developed a deep understanding of how students learn and
should be trusted to teach accordingly. Their TSE is impacted when they feel like they
know what to do but are directed to do otherwise in a manner that results in their not
reaching all students. Participant J shared a specific experience related to her perception
of the district not trusting her as a professional and her students were impacted as a result.
She was directed to observe when a coach came into her class to teach a new, districtmandated lesson. She shared,
It was supposed to be presented in a certain way that it made it even more difficult
for the kids to understand what was going on and they didn't want me to change
the vocabulary to help them understand - it had to do with rhyming and things like
that, which are already difficult for kindergartners - and inflectional forms of
words. I was like - they don't even write their names yet! So, it made it kind of
difficult to both make the kids feel like it wasn't their fault because the lady was
getting frustrated with them because they couldn't do it. I was getting frustrated
with her because the lesson went on for almost an hour in the afternoon right after
their lunch. And I just I felt like, they're five, you know - and it's not that they're
not behaving, they're not there yet and I didn't really feel that it was appropriate.
And I was trying really hard to be upbeat and on topic with them and to encourage
them to move along with her and it was just really, really, trying. I felt bad
because the kids were really deflated by that and I don't like to see my students
deflated by anything, especially when it's not their fault. (Participant J)

105

Adding to the idea of mandates, Participant O shared a time from when she taught
sixth grade, before state standards, when teachers were still expected to teach students to
learn English but instructional materials were not provided. While this is no longer the
case, it was significant enough that she shared this impact over 20 years later and related
this specific experience to how education is a constantly changing field. She shared,
ELD wasn't enforced yet and I had three non-English speaking students.
Curriculum was not there. And this is in the 80s - the early 80s. And as a teacher
you had to teach them so you just pulled out all your tricks, and you basically had
to get through to the kids. I had two that were educated in Mexico so they had a
sense of their language, but one was a farmer migrant child and had no schooling.
And again, this was a sixth grader with no schooling. So as a teacher, the most
difficult situation was getting materials - making materials. It was more of
making materials and it didn't coincide with the curriculum because there weren't
standards per se back then, but the materials didn't coincide with the curriculum.
(Participant O)
Even with current trends, such as the California Common Core State Standards
(CCCSS), changes in curriculum that aligns with the standards have been challenging.
Getting materials to support the learning required impacts teachers’ TSE when they do
not have what is needed to support student learning at all levels.
Several participants spoke to how significant the range of abilities and levels of
students can be. This was reported across all grade levels. Participants shared how hard
they work to get all students to the same level, but they just cannot get to all of them.
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When the teachers were not successful in helping all students learn or achieve
academically, it was defeating for them. Participant N shared,
I feel very stretched and I feel very bad like I can't get to all of them. I can't do it,
I'm holding some back and I want to make these feel secure and confident, and
when they're in so many different places it's difficult. You teach a whole lesson
and you hope - and then you see that only seven kids got it down…. They're all
over the place, and then I want to cry. That's the less successful part - when I feel
bad for those kids.
Through the experiences shared in this theme, when factors related to not being
able to reach all of their students are present, teachers end up feeling defeated, exhausted
or unsuccessful. This impacts their TSE because there is a lack of any mastery
experience to lead them in the direction of the strategy, materials, or other support ideas
they should try. Further, being unsuccessful in reaching all of their learners lowers TSE
in an opposite manner than the previous theme, when a teacher’s pride positively affects
TSE because of contributions to another’s growth. When a teacher is unable to
accomplish having all of their students demonstrate success, their TSE suffers (see Tale
7).
Table 7
Frequency of Mastery Experiences: Theme 4
Theme
Teachers experience burnout when they cannot meet
individual student needs.
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Sources
10

References
15

Verbal Persuasion
Verbal persuasion is defined by A. Bandura (1977) as the instances in which
others provide an individual with verbal encouragement about their capability to perform
a given task (A. Bandura, 1977; M. Tschannen‐Moran & McMaster, 2009). With regard
to teachers, the source of input could be students, administrators, peers, or parents.
However, according to D. Palmer (2011), verbal persuasion has greater impact when the
source of the input is perceived as someone who is trusted and highly competent.
Research question 2: The second research question of this study related to verbal
persuasion and asked: How does verbal persuasion impact late-career elementary
teachers’ self-efficacy beliefs? The following two themes emerged as the strongest
related to teachers’ perception of how verbal persuasion experiences impacted their selfefficacy:
•

Teachers feel valued from positive input.

•

Teachers feel disconnected from negative input.

Theme 1: Teachers feel valued given positive input. Verbal persuasion input that
is positive has the capability to impact TSE by creating a feeling of value, according to
most participants. Fourteen of the 15 participants shared how valued they felt as a
professional when receiving positive verbal input. This means that the overwhelming
majority of participants referenced this theme in some way, and with 34 references some
sources shared more than one example. Additionally, this theme emerged as the overall
strongest in relation to impacting late-career elementary teachers’ TSE. This area
impacts their self-efficacy as it validates their value as a teacher. To further disseminate
the data, three sources of verbal input were coded from this theme. Thirteen references
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from 10 sources shared experiences regarding input from principals, 10 references from 8
sources shared experiences regarding input from their trusted peers. With lower counts,
parents and students were combined into one input source, resulting in 11 references from
7 sources.
Principals. Participants felt particularly valued by principals who provided
positive input in various ways, including formal observation comments as well as oral
conversations that provided specific feedback. TSE is impacted when someone in a
supervisory role validates the work. Several participants shared how the demeanor and
tone the principal used, along with specific input, laid a foundation for teachers that
inspired them and encouraged them to try new things. Participant I shared her memory of
her first principal who made a particularly strong connection with her when she was at
the beginning of her career by sharing how that principal provided input that evoked how
much she trusted the teachers and why that was so influential on her TSE:
I just remember how she could stand in front of a group at a staff meeting and just
make us feel like the best staff in the world. I mean, she always made a point to
say that she chose all of us. We were all top-notch teachers. But as a beginning
teacher, I felt so valued. I mean she was tough. She was a tough principal to
work for, but I felt so valued and that I - she trusted me as a teacher, even as a
new teacher. She trusted me. So, I would say that her verbal input - and
sometimes it was just little comments along the way but in staff meetings - I can
still picture her up there just saying how awesome we are, and how we are - we're
the best of the best. So that really was a great foundation for me. And, well, she
motivated by that because you cared what she thought about you.
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Other participants shared similar perceptions, with each noting how the
foundation of trust was there and because of that, the teacher cared what the principal
thought about them. This was so important to some teachers, that they were far more
willing to try something new or take on a role they might otherwise feel uncomfortable
about. Another layer that strengthens trust came through feedback. For several
participants, a principal that provided specific feedback to a teacher which whom trust
had been established had a greater likelihood of getting a teacher to try something new to
them. Participant M shared an example by stating,
My third principal was amazing. She could draw out of people one little nugget
of inspiration, and goodness in them and make it 10 times greater. And I
remember one time having a difficult time with a parent - really difficult. And her
saying to me, “You need to meet with her face to face.” And I said, “Why?”
Because I didn't want to meet with her face to face. I was really nervous about
the whole situation and she said, “Because your honesty and your love for your
kids comes through when someone sees you personally.” And she just made me
feel like I could do anything - so I was like, Oh! I'll go and meet with them right
now. I mean, let me call them. But I did not believe that about myself. But
because she believed in me, I went for it and it went well, as far as I remember
now. But I really remember what she said was perfect.
Other participants echoed this idea by noting that when a principal gave them
positive verbal input that also had specific feedback or valuable ideas, this impacted their
TSE positively because the principal was showing confidence in them as a teacher.
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Trusted Colleagues. As stated earlier, D. Palmer (2011) noted that verbal
persuasion has greater impact when the source of the input is perceived as someone who
is trusted and highly competent. Ten references by 8 participants noted that having a
trusted colleague or team with which to collaborate is incredibly impactful to TSE.
Participant A stated, “I think really being able to honestly discuss how things are going in
your classroom with your colleagues has been the most supportive” when referring to
which experience impacted her TSE more in comparison with valued input from a
principal. While she trusted and valued her principal, having a peer who was
experiencing the same challenges seemed to really support teachers through tough
moments over the course of their careers.
Participant B echoed this idea by focusing on the idea that when she was able to
be honest with trusted peers that were experiencing similar situations, “collaboration that
is positive” was the result. Such collaboration impacts TSE because “it helps you
through the moments that could otherwise be scary.” As a result of the experiences
shared, it was demonstrated that TSE was impacted in late-career elementary teachers
when they develop a sense of being valued because they have trusted peers to rely on.
A few participants shared they developed a sense of validation, a deeper
component of value, when treated as a leader by peers. Being validated because they
were valued for their expertise seemed to be of high importance to Participant F, who
shared,
I'm a leader on this campus, and people come to me when they need to know
something. That matters more to me because those are people who see me and
know me every single day.
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When asked how being a teacher leader impacts her TSE, Participant F responded
with specifics that evoked the worth she places on being valued by stating,
So, I think that is because I get results. They know I'm the one who asks for the
lower kids; I'm the one who asks for the rough kids; I'm the one who asks for
those challenges, and I'm really good at getting results from them. So, it's not just
talk, they see it. Then they come and they ask me, so that I think being a [teacher]
leader probably had the most impact [on her TSE].
Feeling valued by their peers, while also valuing peers they trusted, was
consistent amongst those who felt they were teacher leaders. Regarding themselves as
leaders because of verbal input significantly impacted their TSE because their skills were
valued and confirmed by their peers.
Students and their Parents. Students, both current and former, comprised this
input group. These input sources were not significant enough as a standalone
representation. Therefore, they were combined. While this source may appear closely
related to the earlier theme discussed regarding contributing to others’ growth, this
differed because participants shared that they received verbal input regarding a specific
change that occurred within the student. The input came from the parent or the student as
the source instead of the teacher observing and perceiving the success. Participant D
shared such an experience in which a student who had previously disliked reading was
reported by the parent to suddenly choose reading. She stated,
I think hearing from the parents, for me, is huge. Just hearing, “My kid wants to
read now - what's going on - how are you doing that?” Suddenly they are in bed
with a flashlight, reading. (Participant D)
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This moment impacted the teacher’s TSE because it provided information that the
strategy the teacher was using to encourage reading was working, and the data regarding
the student’s choice about reading would otherwise not have been known by the teacher.
This verbal input from parents or students impacts late-career elementary teachers’ TSE
even deeper because when the information is received, a teacher’s sense of value is
affirmed. That feeling will encourage them to repeat whatever the teacher had
determined was successful in order to help other students and their parents reach that
level of valuing the teacher’s impact. This feeling is even stronger when the verbal input
is specific. Participant N provided a particular experience that demonstrated this:
I have to say the parents and my students’ input matters. I'm in the lower grade I see these kids and I see these families all the way through [referring to attending
kindergarten through sixth grade at her school site], the majority of them stay at
our school and when they come back [to her class to visit] when in first grade and
say, “Guess what? they're reading, and they're still use these strategies, and they
still have that little bookmark you gave.” And then they come back [when] in
third [grade] and share their child’ success, or toot their child’s horn, or to ask a
question or whatever it may be - and I think that when they mention something
specific, then it kind of gets in my back pocket. I have got to remember to keep
doing that.
Late-career teachers have 24 or more years to have received verbal input
experiences. By receiving positive verbal input that is specific over the course of their
careers from trusted administrators and peers, the parents of students they served, as well
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as students themselves, their TSE grows from the resulting feelings of being valued as an
educator (see Table 8).
Table 8
Frequency of Verbal Persuasion Experiences: Theme 1
Theme
Teachers feel valued given positive input from:
Principals
Trusted Colleagues
Parents
Students

Sources
14
10
8
4
3

References
34
13
10
7
4

Theme 2: Teachers feel disconnected from negative input. While not quite as
many participants reported on negative verbal input as positive input, negative verbal
input from different sources can result in teachers feeling disconnected from others and
the work they personally do, lowering their TSE as a result. While overall, 10
participants referenced experiencing negative verbal input from various sources, two
main sources of verbal input impacted teachers’ TSE negatively: colleagues and parents
of the teachers’ students.
Colleagues. The frequency of negative verbal input from colleagues was a bit
higher than from parents with seven references, and six participants related their
experiences regarding colleagues’ negative verbal persuasion. Participants were clear to
define that colleagues referred to in their shared experiences were those who might be
amongst their trusted colleagues but were also often peers with whom they had no trust.
Participants shared that over the course of their careers they had worked with successful
teams and with those that were not as conducive. As an example, Participant B stated,
“You can’t pick who you work with.” Lack of collegiality impacted TSE negatively
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because when a teacher is part of a group that is not able to work together, collaboration
is not an option. It has been established in research that school cultures and teams that
embrace collaboration as part of regular practice and have healthy support from
colleagues that help teachers work successfully within the high demands of teaching, can
affect TSE positively (De Neve et al., 2015; Takahashi, 2011). When this is not
accomplished, grade-level teams or school sites suffer from what Participant B stated as,
“Forget collaboration.” Participants shared that collaboration only works with the right
team, so their belief that a new initiative or teaching strategy can be implemented by a
team diminishes when there is a lack of such a team. Even if an individual teacher
believes something new could be done, the impact to their TSE as a result of the negative
input from the collective results in their not moving forward themselves. In fact, one
participant shared that her feeling of being disconnected came because she wanted to try
something new, but she did not even approach her team with it because she knew they
would not want to bother with it.
Another component from colleagues that impacts TSE is when colleagues provide
negative input is how that impacts the overall culture of a school. In a very specific
example, Participant N shared how the overall school culture at a site she was working at
was harmfully impacted by a large group who were very negative seemingly all the time,
including the principal. It affected all parts of her life, including her home life. While
time has passed since then, the fact that it continues to bother her seemed to still have an
impact on her TSE. Specifically, Participant N shared,
Unfortunately, I think there was a lot of people in that mindset because if you
can't even walk around your workplace then have smiles and good mornings then
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you're not going to be very productive. It [referring to the feeling of staff on
campus] slowly was getting more and more and more sad and depressing that it
affected me in my home life. I'd like to think that I shut my door and did my
100% best in here with my kids but they were probably a lot of days that didn't
happen. It just I couldn't let go or the morning started out wrong or whatever it
was and now that we talk about it in the past that black cloud finally diminished
and was gone but it took a long time. We were in it for a long time, and then it
took a long time, so I'm going to say I don't feel super worthy for a year or two
when it got to its lowest valley, which makes me still sad.
The lingering quality of negative verbal input, and how impactful it can be on a
teacher’s TSE as well as a school culture, resonated with all of the participants who had
experience with colleagues that verbally imparted their negativity. It can impact their
well-being in the form of sadness or depression. As a result, they feel disconnected from
the support that they can find from each other, and this results in a lower TSE.
Parents. Another significant verbal persuasion input source are parents of the
teachers’ students. Of the participants who related situations that they believed had gone
negatively, all of them explained how the parent either was misunderstanding the
teacher’s intention, was making assumptions, came across as accusatory or was
downright unreasonable. Participant D shared her collective experiences with parents
who have provided negative verbal input. She stated,
Parents sometimes - they come across harshly because maybe they’ve had some
experiences in the past and they take it out on you, and it’s like, give me a chance.
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I’m here for your child, that’s what I’m here for, so let’s work together.
(Participant D)
This type of moment challenges the relationship the teacher perceives they have
with the child, thereby disconnecting them. A teacher is thrown off by a parent who is
frustrated, particularly when that teacher perceives to have a positive relationship with
the student. To overcome a frustrated parent, participants shared they will often try to
disarm them with positivity or by commiserating as a fellow parent themselves.
However, when the parent comes across as accusatory, TSE lowers because the teacher
does not know how to handle the accusation or is hesitant to react because of their
perception of how an interaction from the past went wrong. Deepening this were
situations, such as the following that Participant I shared, in which an assumption was
made based solely on the viewpoint of the child, putting the teacher on the defensive.
Participant I shared,
You get some unreasonable parents, and I've been accused of yelling at kids just
because - well this was this was early on and it's weird how those early
experiences really stick with you. But she called me accusing me of yelling to the
class because her daughter was yelling to her dolls as she was playing school.
She had no idea who I was, and I told her, “You're welcome to come in.” I told
her that usually if the kids get loud I get quieter. I don't get loud. I don't yell at
the kids. I did not like being on the defensive.
The participants’ feeling defensive was a common reaction amongst participants
who shared experiences related to negative verbal input from parents. It became clear to
the researcher that when the participants were made to feel defensive because a parent
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was accusatory or unreasonable, the teacher became disconnected from the student and
TSE was lowered.
Both sources of negative verbal persuasion input, colleagues and parents, can
significantly lower TSE as it disconnects teachers from foundational components of
education, their school site and the students. This theme reaches a critical state when the
negativity latches onto the teacher for a long time (see Table 9).
Table 9
Frequency of Verbal Persuasion Experiences: Theme 2
Theme
Teachers feel disconnected given negative input from:
Colleagues
Parents
Administrators
Students

Sources
10
6
3
4
1

References
18
7
6
4
1

Vicarious Experiences
The third source of information that impacts TSE according to A. Bandura (1977)
is vicarious experiences. These are determined to be the instances in which an individual
makes judgments about their own abilities after observing someone similar to themselves
perform a difficult task with success (A. Bandura, 1977; M. Tschannen‐Moran &
McMaster, 2009). An example of vicarious models would be the role of mentor or
trainer who has high influence over the individual verbally instructing an individual or
providing advice. The self-efficacy of the individual is determined by how that
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individual processes the model and can be affected by the level of trust for the mentor (A.
Bandura, 1986, 1993, 1997; T. R. Guskey & Passaro, 1994; J. A. Ross, 1994).
Research question 3: The third research question from this study related to
vicarious experiences and asked: How do vicarious experiences impact late-career
elementary teachers’ self-efficacy beliefs? The following two themes emerged from the
data related to vicarious experiences:
•

Teachers develop confidence when observing a trusted colleague.

•

Teachers feel motivated to improve when observing other teachers’
successes or failures.

Theme 1: Teachers develop confidence when observing a trusted colleague.
Data provided from this theme showed that having access to observe a colleague a
teacher trusts raises TSE because the observing teacher develops confidence through
validation. With 27 references across 11 resources, this theme demonstrated strength, as
supported by research. An example of vicarious models would be the role of mentor or
trainer who has high influence over the individual verbally instructing an individual or
providing advice. The self-efficacy of the individual is determined by how that
individual processes the model and can be affected by the level of trust for the mentor (A.
Bandura, 1986, 1993, 1997; T. R. Guskey & Passaro, 1994; J. A. Ross, 1994). The level
of trust was of high importance to the participants who shared experiences related to this
theme.
According to Wyatt (2012), observing others as a vicarious experience can
include hearing about what other, trusted colleagues are doing in comparison to the
teacher’s own work. M. Tschannen-Moran and McMaster (2009) further explained that a
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teacher might utilize a vicarious experience by using the success or failure of another
teacher as a model. Participant A described how this factor impacted her by sharing,
“Over time you develop friendships with the other teachers and you find out you were in
the same situation with a student or with curriculum, you know.” This feeling of
‘sameness’ with others helps the teacher develop confidence that they are not alone with
their experiences and therefore their TSE is positively impacted. Participant A went
further to describe how her confidence grew over time from conversations with trusted
colleagues when she shared,
I think that started very early in my teaching career, establishing good rapport
with fellow teachers, not only on the same grade level but in other grade levels,
who are all kind of the same age and the same time in their teaching careers and
being able to privately and in a confidential, secure environment be able to say, “I
don't know if I am doing this right...” and then, “You know what? I don't know if
I am either, so let's get together and see what we can do about that.” That
encouragement of hey guys, if we can stick together and figure this out, I think
that is what has helped me the most. And I think that every teacher needs that in
his or her career. You have to look; if you can't find it in your particular grade
level, you can find it, you just have to keep looking. We have to learn to trust and
so I think that it was fellow colleagues for the most part.
Other participants echoed this by valuing work with trusted colleagues, and the
feeling of support that led to confidence. As part of developing as trusted colleagues, the
willingness of others to share their many experiences mattered to late-career elementary
teachers. Their TSE was impacted because they valued that willingness to share,
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knowing that their trusted colleague would have an answer or they themselves might be
able to provide one. Essentially, late-career elementary teachers know that they do not
know everything. Participant B shared an excellent example by saying,
After teaching this long, I still feel I don't know everything, and with things
changing, I'm constantly trying to figure out what's a better way to teach this? So,
oh, my gosh, those ladies [on her grade-level team] are amazing. When I first
started teaching, I taught first grade with [another teacher], and that woman taught
me how to teach first grade. And now, just picking their brains, and they do have
more years of experience ... but they're just so knowledgeable. It's, to me, it's just
like, oh wow. I go back: “What do you think about this?” or, “What I should do
about this?” They're so, always willing to share, and to let me know, “Well,
maybe you should try this,” or, “That didn't work, but let's try something else.”
But it's also because they've become my friends.
That feeling of genuine friendship was an additional factor amongst the responses
that fell within this theme. Participant K said,
I rely on my co-teachers to help me with those kinds of decisions and also to
celebrate - oh this guy is doing great [referring to a student]. And when I'm
successful with those students [referring to the students that were helped by their
shared vicarious experiences], it's wonderful to celebrate with my colleagues.
Enriching the relationship of trusting colleague is the ongoing validation that is
received when teachers have enough opportunities to observe each other. Twenty-five of
the 27 references were not actual observation of the other teacher conducting a lesson or
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interacting with a student. Rather, they were conversations held during collaboration
meeting or during a time sought out by the teacher.
During these collaboration times, participants’ TSE was impacted towards
confidence because the shared experiences of the group validated the work. C. Day and
Gu (2007) assert that positive relationships with colleagues and students, along with
student achievement and success are the main sources of satisfaction in teaching for latecareer elementary teachers. When experiencing these factors, teachers in this phase
demonstrate a continued interest in ongoing learning and improving their classroom
knowledge in order to fulfill their desires of a strong sense of professionalism before
leaving teaching. Participant D spoke directly to this and how her team contributes to
her TSE by validating her work when she shared,
I know they have these amazing ideas and things they do, and I love to see what
other people do and glean what I can from what they are doing. [Recently], it was
using our new curriculum. I wondered, am I doing this the right way? Am I
going about this the right way? So, for me it [focusing on the new curriculum at a
collaboration meeting] made me feel like I am actually doing fine and this is the
direction we are going and I am doing okay.
Another important element within this theme that distinguishes it from being
verbal persuasion is that a teacher is appreciative of the different strengths and talents
trusted colleagues in a group can provide. This impacts TSE when a teacher is confident
that they add to the collective group, and their own professionalism is enhanced because
of the others. Participant M described her team by sharing,
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Our team is really good. The four of us who teach fifth grade each have a
different strength. And when we meet together the ideas that we bounce off of
each other. I'm just amazed. Because, you know, [Teacher 1] will bring
something with technology and [Teacher 2] will do something with science or
math that I've never looked at more and don't have their in social studies. And I
bring in games - I do a lot of games with kids and so we pool ideas often. And
those things I know helped me be a better teacher - because then I realize I can do
some of the things that they do. Similarly. As they share with me and I share my
ideas. So, I have a really good team.
The confidence developed from these experiences was the key component that
impacted participants’ TSE after observing, or conversing with, trusted colleagues. The
experiences they shared revealed that they perceived themselves to be better teachers
because they had opportunity to gage what others were doing compared to their own
work, make any adjustments needed or add to their personal bank of strategies, and feel
confident about that process (see Table 10).
Table 10
Frequency of Vicarious Experiences: Theme 1
Theme
Teachers develop confidence when observing a trusted
colleague.

Sources
11

References
27

Theme 2: Teachers feel motivated to improve when observing other teachers’
successes or failures. Data collected within this theme demonstrated that TSE is
impacted when participants were inspired or motivated to improve their own craft based
upon another teacher’s success or failure. At first glance, this theme may appear very
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similar to the first vicarious experience theme. With 23 references from 12 sources, it is
also nearly as frequent. A similarity between the two is that the term “observing” can
also refer to colleagues discussing similar situations or experiences regarding lessons or
students. However, instead of impacting TSE through confidence, data within this them
was coded from participants being inspired or motivated to change their teaching
behaviors.
Several references referred to the participant gaining clarity from a particular
content area. Participant A shared an experience centered around English Learner
Development (ELD), mandated, 30-minute daily lessons with students who are classified
as English Learner. Before having the opportunity to observe the lesson, she thought she
had been performing ELD teaching tasks correctly. She shared,
I think that would have been in the area of ELD for students who are learning
English as a second language. I always thought I was really good at it and offered
the realia and everything that I heard I should be using in a lesson, but we had, oh
gosh - it was a few years ago and I cannot remember the name of it, but we got to
go in and see a stretch of an actual lesson using a variety of different techniques
for EL, that even though I had heard of them and thought I was using them, seeing
I wasn't using them as effectively as I should have been - that was an eye-opener
and I could go back and use that again in my classroom. (Participant A)
In a similar situation, regarding a questioning technique, Participant H related a
situation where she was able to utilize a strategy right away, strengthening her own
practice. She shared,
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So, you know that vicarious thing - that's kind of just picking up on something.
Taking that model and using it right away. I think that's really strengthened my
ability to question the students to get them to think about their learning, you
know. Yeah that - that's really impacted me a lot. (Participant H)
In situations like these, TSE was impacted because the teacher was motivated to
go back to her classroom and change her practice based upon that observation. For latecareer elementary teachers, situations in which they have an opportunity to observe any
other teacher, including new teachers, perform strategies that are more current in practice,
can impact their TSE through motivation. These opportunities can even be as simple as a
teacher noticing a classroom setup or posters on another teacher’s wall. Participant B
explained,
Even when I'm just walking by classrooms ... seeing the anchor charts: “Oh, how
did you do that? Oh, can I take a picture - because I want to do that with my
class?” So, just learning from other teachers. They can be brand new teachers. I
mean, like I said, I'm still learning, and this is year 24. But it's just amazing what
everyone's talent is.
Other opportunities focus on areas that late-career teachers might be less
comfortable with, such as technology. Again, this area came up frequently amongst latecareer elementary teachers’ experiences in all four sources of information, and within this
theme is an example of an opportunity late-career teachers will seek from early or midcareer teachers. Participant K summarized this idea well when she shared,
As an older teacher the technology is new to me. And so, I see a lot of potential
with the use of technology, but I'm not very quick with that and it is definitely a
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second language for me. So, I can watch what my younger colleagues are doing
and go, “Okay, I think I can do that.” And then I can ask them, “How can I do
that?” So, seeing them be successful using technology empowers me to try to
push my boundaries, and follow them that way.
Motivation to improve can also come from working within a team. Participant N
had an opportunity to work at the district level with a team of teachers that she normally
would not have had the opportunity to work with as they were from schools all across the
district. They had been asked to work together to develop curriculum for a new initiative.
As she worked with the team, she was amazed at how much she learned from then, even
though she had already been teaching awhile. She shared,
When I was on this team, seeing these people vibrant, motivating, high energy,
enthusiasm, I was probably the best teacher in that year and year and a half that I
ever was. So, I wish that I could be surrounded by people who are like that all of
the time. (Participant N)
In that experience, Participant Ns TSE was impacted by the others pushing her to
try new things. When new opportunities are not accessible to teachers, their TSE still can
be impacted by motivation to be better, even when a colleague or team is negative. Most
of the late-career elementary teachers who shared experiences in this theme discussed
how seeing other teachers of all career stages who had grown stagnant or were not
perceived to be teaching for the right reasons, motivated the observer to never behave in
such a manner. When sharing an example about those less-effective teachers, Participant
A said, “Why are you here? If you’re going to do a job, this is not ‘just a paycheck’ type
of position – these are children’s lives.” Participant C gave a more thorough analysis:
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I think I don't want to be one of those teachers who is stagnant in their teaching
career and grumpy. And last year a colleague retired who worked on my grade
level. I loved her to death but she was cranky, sometimes hard to deal with, hard
to work with. And the year before that, another one had retired and kind of the
same thing and you kind of ... I've always kind of been that way. I want to help. I
want to be on the forefront of new things. I don't want to be left behind. Like a
lot of older people, I've been teaching for 20 years. Seeing people retire and
they're grumpy, and not happy, and parents complain, and staff complains, and I
don't want to be that person.
Participants who noticed these other teachers’ behaviors and were inspired to
always hone their craft and attitude to as not to be like them, had their TSE impacted and
believed they would remain progressive and positive with students.
Similar to the other theme within vicarious experiences, actual opportunities to
observe colleagues does not occur often enough. Two of the 12 sources did reference a
professional development opportunity. They were clear to state that the presenter was
engaging and clearly at the top of their game. Participant G shared a professional
development he attended that had one of the teachers from his district presenting. He
shared,
There's a master teacher in our district that I've known - not closely, but she was
here when I got here in the district. She teaches writing and she had developed
some thematic units and things when that was popular. She recently was teaching
a workshop on a writers' workshop. And I marvel at her ability to communicate
the excitement of writing that you can get from kids and by her methodology,
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which I’m trying to use now, and where the kids write, and I'm the senior editor
and… they're going to publish. I'm the facilitator and I'm trying to copy her
methodology. And she uses Step up to Writing, which is a very familiar
program… So, I mean that's one instance more recently where I thought this
person has really stayed on top of her game and her passion is there and she
conveyed that to me. And I got excited about it and am trying it. (Participant G)
Participant Gs TSE was impacted when he was motivated to improve his craft in
the area of teaching writing, based upon observing a teacher he trusted deliver her
process.
Motivation to improve their personal teaching craft after observing another
colleague was the key element to this theme. The observation could have been positive
or negative, but the outcome was the idea that the teacher used the opportunity to change
their own teaching behaviors because of the vicarious experience (see Table 11).
Table 11
Frequency of Vicarious Experiences: Theme 2
Theme
Teachers feel motivated to improve when observing
other teachers’ success or failures.

Sources
12

References
23

Physiological Arousal
The final source of information that impacts TSE according to A. Bandura (1977)
is physiological arousal. This area is the degree to which a person’s emotional or
physical state is affected and by what. Strong emotions regarding a task can affect an
individual’s anticipation of success or failure, before or after a task is attempted. An
example of this would be when stress adversely affects the performance of the individual.
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Some physiological responses, such as sweating or fatigue, may affect self-efficacy if the
individual is processing the response as related to the task (D. H. Schunk & Pajares,
2009; E. M. Skaalvik & Skaalvik, 2007).
Research question 4: The fourth research question from this study related to
physiological arousal asked: How do physiological experiences impact late-career
elementary teachers’ self-efficacy beliefs? The following two themes emerged from the
date related to physiological arousal:
•

The positive relationships teachers establish refuels their energy to persist in
the field.

•

Teachers feel a sense of joy when the light bulb goes on for kids.

Theme 1: The positive relationships teachers establish refuels their energy to
persist in the field. Data within this theme demonstrated that late-career
elementary teachers experience a positive impact on their TSE that is mitigated by the
various relationships they establish over the course of their career. Participants discussed
how these relationships served to remind them of their purpose and gave them a rationale
for persisting in the field of education. Teachers with diminished TSE suffer from
cynical attitudes regarding peers and students, and a general feeling they are no longer
contributing in a meaningful way in the job, which can result in a physiological response
(R. M. Klassen at al., 2009). These factors lead to consistent focus on the negative
aspects of the job and towards teacher burnout. E. M. Skaalvik and Skaalvik (2010)
found that teachers with lower levels of TSE often experience long-term stress, which
impacts their overall well-being. However, data from 11 sources with 34 references
suggests that if a teacher finds valuable relationships with students and colleagues, their
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TSE is impacted positively by refueling their energy to persist in the field, overcoming
negative physiological issues.
Students. Building positive relationships with students that persist over time
mattered to participants who shared experiences within this theme. For many, it was
important for the student to know how much the teacher cared. Participant D said,
“You're really believing in that relationship is what drives things, because you can get to
the academics if you have the relationship.” Responses like this formed a connection
between the importance of the relationship and how the teacher could get to the learning
side of things. By having the relationship in place, a safeguard against what could
become a physiological response, such as frustration, was formed. As a result, TSE was
positively impacted and the teacher could proceed with instruction.
Further positive impact would be provided from students coming back years later
to relate how that teacher mattered. Several teachers shared how much that impacted
their TSE in the moment and provided them with an emotional boost. Participant E
shared an experience where students graduating from high school visited their elementary
school and the teachers they had while there. Participant E said,
One boy, he was ADHD, and he had a hard time while in my class. He had such a
good heart, and he gave me a hug and he said, “Thank you.” He goes, “You are
really only the teacher that really liked me.” I said, “Honey, of course….,” I told
him, “They all like you,” but that meant a lot. He was going on to college to be a
minister for special needs kids. So those are the things that mean the most to me.
For late-career elementary teachers, their TSE was impacted when students they
had in previous years returned to visit them, often becoming friends with the former
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students as adults. Those moments that verify the strong positive relationship from the
students’ perspective provide the positive interactions needed to overcome any potential
negative physiological arousal in their current role. Participant J summarized the idea by
sharing,
As far as what I do in the classroom every day the things that just, you know, feed
me are those kids who come in and the parents who say, “Oh, yay, [Participant J]
is going to be your teacher!” You know those kinds of things really make me
enjoy what I do and it just makes me really happy to come to school every day
after all these years.
Colleagues. In addition to the impact generated from relationships with students,
developing strong relationships with colleagues that can be trusted was demonstrated in
the data to be a valuable source to energize persistence in the field for late-career
elementary teachers. Over the course of their careers, participants shared that their
colleagues got them through tough situations, and they learned upon whom they could
rely.
When considering the span of time a late-career elementary teacher has been in
the field, the reliance upon these relationships has changed, as shared by Participant O.
She described the shift from her perspective, when starting out as a new teacher to how
early-career teachers are handed by experienced teachers today. When asked to specify a
moment that she believed impacted her TSE more in regards to relationships, Participant
O shared,
The working together. That didn't exist in the 80s; that didn't exist even when we
opened this school 14 years ago. That's existed I guess within the last 5-6 years.
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So - oh it's made such a change in teaching. I started out as the young one - I was
23 when I started and they knew you were green, and you felt green, and you
were green for like three or four years. But now it's just in our mentality - when
we get a new teacher, we bring them under our wings because we're not looked at
individually. We're kind of looked at as a grade level. So - that's how it should
be.
As Participant O explained, it has become more of the norm to take care of others,
to work to build those team relationships in order to sustain and support. Data within this
them shows that relationships offer a strong shield against the physiological arousal
issues that might otherwise be detrimental to a teacher. Because a late-career teacher has
had many opportunities to build many of these relationships over time, they have learned
to rely upon them and related that relationship factors keep them going every day.
Participant M summed up this idea when she said, “I feel like we are better teachers
because we work together and actually like each other” (see Table 12).
Table 12
Frequency of Physiological Arousal Experiences: Theme 1
Theme
The positive relationships teachers establish refuels
their energy to persist in the field.
Students
Colleagues
Parents

Sources
11

References
34

8
7
2

18
12
4

Theme 2: Teachers feel a sense of joy when the light bulb goes on for the kids.
Participants related experiences in which students reach a moment in their own learning
that they have been working towards; they finally are successful. When that happens,
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teachers shared they feel a surge of joy as the metaphorical ‘light bulb’ of learning is
turned on for their students. Being present in that moment provided teachers a jolt of
happiness that serves to sustain them through the times that their students struggle.
Opposite of the negative physiological arousal barriers, such as stress or nervousness,
feeling happy about the affect a teacher has on student learning impacts their TSE in a
positive way.
Data from this theme was revealed through several stories from participants, each
of them relating their feelings of happiness. Participant D said, “I get excited. That's
what I do my job for is to see those kids light up and to see their learning… to see the
kids light up and take ownership of their learning is what I love.” Participant E shared,
“When I see the kids engaged, and the kids learning, and the kids actually excited.
They're happy. They're actually happy; they're getting it. That makes me happy.” All 10
sources noted a particular sense of happiness related to student learning.
Participant I related a situation that had occurred from the beginning of her career.
She had, over time, used that first moment to impact her TSE such that she was able to
persist with the teaching of literacy skills after that, even when difficult, because she
experienced enough of these ‘aha’ moments of the ‘light bulb’ going on for her students.
Not only did the student experience success, but she understood her part in helping the
student reach that level of learning. Participant I shared,
I would probably go back to when I was a young teacher. I started in second
grade and getting a student who was a non-reader and just taking them to that
‘aha’ moment where they got it. And for myself it's like I knew all the pieces and
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seeing them all come all together was just - I mean I felt great! Success. Seeing
that happen for that student as I was facilitating them learning it.
Participants further added that their happiness was at an even higher level when
the student who reached a light bulb moment did so after struggling and the teacher has
worked really hard to help that child overcome their struggle towards success.
Participant J shared,
It’s really hard when it’s something that they don't have control over. So, I
worked really hard. I know lots of kids who are struggling [with learning
letter/sound representations in kindergarten] so I make it fun. As we were playing
letter bingo, one little boy said, "I don't want to play, I don't want to play,” Well,
he can't identify any letters yet…. And then, one day, he was finally successful,
and it was like he just like blossomed into this happy little boy. And he's been
very happy. He's new [to the school] and he's been very hesitant to even move in
with other kids because he feels that hi is behind or inadequate in some way.
Data from this theme demonstrated that late-career elementary teachers have a
positive impact on their TSE when their students achieve successful and proficient
learning after the teacher has expended work to help them grow. Positive physiological
arousal impacts TSE by providing teachers a reason to continue with their work,
sustaining them over time. Because participants shared how their feelings of happiness
led to their being more resilient, experiencing moments that elicit a sense of joy related to
their teaching, provides an element that will help them persevere through other
challenges with teaching students (see Table 13).
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Table 13
Frequency of Physiological Experiences: Theme 2
Theme
Teachers experience a sense of joy when the light bulb
goes on for kids.

Sources
10

References
15

Summary
This chapter provided a review of the study’s purpose, research questions,
methodology, data collection process, population and sample, and a comprehensive
description of the data analysis process. This was then followed by a presentation and
analysis of the findings that emerged from an in-depth review of 15 one-on-one
interviews. This analysis was guided by four research questions, which aimed to
determine how late-career elementary teachers’ self-efficacy is impacted by mastery
experiences, verbal persuasion, vicarious experiences, and physiological arousal. Eleven
major themes were established from the data using A. Bandura’s (1977) four sources of
psychological information as the theoretical framework. The purpose of this
ethnographic study was to describe how the experiences of late-career elementary
teachers with 24 or more years of experience that impact their TSE through the lens of A.
Bandura’s framework.
Chapter V presents a final summary of the study, including major findings,
unexpected findings, and conclusions from the results of the study. These are followed
by implications for action, recommendations for further research, and concluding remarks
and reflections.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Chapter I provided an overview to this study and corresponding research.
Research questions, significance of the research problem, definitions, delimitations and
organization of the study were also presented in that chapter. Chapter II reviewed the
literature regarding the psychological development of self-efficacy over the past four
decades, how self-efficacy has been measured quantitatively over time, and the absence
of qualitative studies that describe specific impact on self-efficacy beliefs in the context
of teachers. Chapter III presented the methodology used to construct and implement this
research study. Chapter IV provided a description of the research methods, data
collection procedures, description of the participants, and a presentation of analyzed
research data in detail. This chapter provides a review of the purpose statement and
research questions, methodology, population, and sample, and presents a final summary
of the study, including major findings, unexpected findings, and conclusions from the
results of the study. These are followed by implications for action, recommendations for
further research, and concluding remarks and reflections.
Purpose
The purpose of this ethnographic investigation was to examine and describe the
experiences that impact late-career elementary teacher self-efficacy beliefs based on A.
Bandura’s four psychological sources of information.
Research Questions
This ethnographic investigation explored the following research questions:
1. How do mastery experiences impact late-career elementary teachers’ selfefficacy beliefs?
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2. How does verbal persuasion impact late-career elementary teachers’ selfefficacy beliefs?
3. How do vicarious experiences impact late-career elementary teachers’ selfefficacy beliefs?
4. How does physiological arousal impact late-career elementary teachers’ selfefficacy beliefs?
Methodology
In order to gain a deeper understanding of the experiences that influence teacher
self-efficacy beliefs a qualitative inquiry approach was used to gather data for this
study. Unlike quantitative studies, there is no attempt to manipulate or control the
behavior or the setting of the study. Instead, qualitative research seeks to examine
behavior as it occurs naturally. The context of the situation in which the behavior occurs
is also important to understanding the behavior. A qualitative researcher will gather this
information directly through interviews. These interviews are geared toward getting a
better understanding of the perspective of the participants from their own point of
view. Descriptions of what has been learned through interviews are recorded in detail so
that an accurate picture of the behavior can be obtained (Van Maanen, 2011).
After determining the research design, it is recommended that a study utilizes a
theoretical framework through which to filter information collected within an
ethnographic study (McMillan & Schumacher, 2010; Miles et al., 2013). In order to
discover the themes of the participants’ lived experiences a theoretical framework was
chosen. The theoretical framework is an important part of the research design as it serves
to support who will be included in the study and to support the description of the themes
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that are discovered (Baxter & Jack, 2008). After reviewing the literature focused on
teacher self-efficacy extensively, and reviewing options with the peer researchers, A.
Bandura’s (1977) seminal work on the four sources of information that impact selfefficacy was chosen. A. Bandura’s (1997) framework was utilized to design the
interview questions that served as the source of the study’s data collection and was
further utilized to analyze the data.
Population
The population for this study is elementary public school teachers in the state of
California. While all three researchers studied public elementary school teachers, the
peer researchers’, as part of the thematic process, determined the target population
would be divided further based on teacher career stages because the literature
demonstrated a variance in how years of experience impact self-efficacy (Kitching et al.,
2009).
C. Day and Gu (2007) suggest that teachers’ professional lives span six different
phases. The six career stages presented are:
1. 0-3 years: learning which builds identity and classroom competence
2. 4-7 years: developing professional identity
3. 8-15 years: defining work-life balance
4. 16-23 years: managing work-life tensions
5. 24-30 years: adjusting to change
6. 31+ years: sustaining commitment (C. Day & Gu, 2007, pp. 343-437).
For the purposes of this study, the peer researchers combined two phases of career
development for each study. Teachers with 0-7 years of experience are labeled early-
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career teachers, teachers with 8-23 years of experience are labeled mid-career teachers,
and those with 24 or more years are labeled late-career teachers. The target population
for this study is 55,804 late-career public elementary teachers (24+ years of experience)
in the state of California (CDE, 2016). There are currently 58 counties in the state of
California (CDE, 2016). Riverside County, located in southern California, is made up of
23 distinct school districts and is a good representation of the state of California as a
whole (RCOE, 2017). Therefore, the target population for this study is 3,477 late-career
teachers in Riverside County.
Sample
The sample for this study included 15 participants that were late-career
elementary teachers in public elementary schools from 11 different schools, across five of
the 23 distinct school districts in Riverside County, California. Each participant met the
criteria of at least 24 or more years of teaching experience in an elementary school and
was teaching at an elementary school in Riverside County at the time the study was
conducted.
Major Findings
Each participant in this study had a lengthy career from which to draw their
stories. These narratives presented rich detail and insight into how each source of
information impacted their TSE and provided understanding into how this knowledge
might impact working with educators in the future. Based upon these stories and using
the theoretical framework of mastery experiences, verbal persuasion experiences,
vicarious experiences and physiological arousal experiences, the researcher made the
following assertions regarding how self-efficacy beliefs are impacted.
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Research Question 1: How Do Mastery Experiences Impact Late-Career
Elementary Teachers’ Self-Efficacy Beliefs?
Late-career elementary teachers have experienced multiple successful, and
challenging teaching experiences related to lessons, student tasks, and dealing with
behaviors during their 24+ years of experience. Their TSE is impacted by both
successful and challenging teaching moments.
Finding 1: Persevering through challenging situations increases a teachers’
commitment to the profession. Late-career elementary teachers shared that they
have experienced challenges and have demonstrated resiliency by persisting in education
despite those struggles. As a result, late-career elementary teachers’ perceptions of their
successes over the course of their careers provides mastery experiences that enables them
to persevere through challenging situations and increases their commitment to the
profession. Participants reported confidence in knowing what to do in various contexts
that repeat because they have experienced so many successes. Such challenges reported
include struggles with teaching strategies, content area, student behaviors, and difficulties
with colleagues. When they make it through a challenge and then feel successful because
of their ability to overcome, their TSE is impacted positively. Through the shared stories
of the participants, it became clear to the researcher that experiencing success with
persevering through various difficulties impacted the TSE of late-career elementary
teachers such that they are willing to persist in the field.
Finding 2: Teachers develop a deep understanding of how students learn. As
a result of so many mastery experiences, late-career elementary teachers also develop a
deep understanding of how students learn. For some participants, this related to specific
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content areas or developmental level of the students they teach. This depth of teacher
learning happens over time as most participants shared they did not learn the strategies
they use most at the college level, but over time, and by repeating successes. The latecareer elementary teachers who shared experiences related to this theme had a clear
confidence regarding what they knew in relation to student learning and how that
understanding helped them when changes in curriculum or administration came along.
As a result, this theme may be linked to perseverance as teachers shared that their
feelings of knowing what to do for particular students, and within certain content areas,
impacted their feelings of success and willingness to persist in the field.
Finding 3: Teachers feel proud when they contribute to others’ personal
growth. Ten out of 15 participants reported feelings of pride when they know
they have contributed to students’ and peers’ personal growth. This knowledge of
contribution impacts their TSE by validating their perceptions of mastery experiences
that contributed towards the student impact. While closely related to Finding 1, not all
feelings of contribution were related to overcoming struggles. However, when
participants were aware of how they impacted a student with his or her own learning and
were able to see this, their TSE was impacted positively. Through the experiences
relayed within this theme by participants, it is apparent that if teachers develop a sense of
pride because they have impacted student growth toward a better life, their sense of worth
validates that they made the correct decision to persist in the field of education. This
sense of worth is developed over time. Teachers reported receiving this over the course
of a school year as well as over the course of their careers.
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Finding 4: Teachers experience burnout when they cannot meet individual
students’ needs. Through the experiences shared, it became clear to the
researcher that when factors related to not being able to reach all of their students are
present, teachers end up feeling defeated, exhausted or unsuccessful. This impacts their
TSE because there is a lack of any mastery experience to lead them in the direction of the
strategy, materials, or other support ideas they should try. Further, it can be inferred that
being unsuccessful in reaching all of their learners lowers TSE in an opposite manner
than the previous theme, when a teacher’s pride positively affects TSE because of
contributions to another’s growth. When a teacher is unable to accomplish having all of
their students demonstrating success, their TSE suffers.
Research Question 2: How Do Verbal Persuasion Experiences Impact Late-Career
Elementary Teachers’ Self-Efficacy Beliefs?
The data collected demonstrated clearly that late-career elementary teachers’ selfefficacy beliefs are impacted by feelings of being valued for the work they do. This is in
contrast to how teachers feel disconnected from negative input.
Finding 5: Teachers feel valued given positive input from principals, trusted
colleagues, and parents. Late-career teachers have 24 or more years to have
received verbal input experiences. Participants frequently reported caring what the
principal thought about them. This was so important to some teachers, that they were far
more willing to try something new or take on a role they might otherwise feel
uncomfortable about. Another layer that strengthens trust came through feedback. For
several participants, a principal that provided specific feedback to a teacher which whom
trust had been established had a greater likelihood of getting a teacher to try something
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new in their lessons. Feeling valued by their peers, while also valuing peers they trusted,
was consistent amongst those who felt they were teacher leaders. Regarding themselves
as leaders because of verbal input significantly impacted their TSE because their skills
were valued and confirmed by their peers.
Verbal input from parents or students additionally impacts the late-career
elementary teachers’ TSE because when the information is received, a teacher’s sense of
value is affirmed. That feeling will encourage them to repeat whatever they had done to
help students achieve. This feeling is even stronger when the verbal input is specific. By
receiving positive verbal input that is specific regarding to lesson design or relational
capacity over the course of their careers from trusted administrators and peers, the parents
of students they served, as well as students themselves, results in feelings of being valued
as an educator which then promotes the growth of their TSE.
Finding 6: Teachers feel disconnected when receiving negative input from
colleagues and parents of students. TSE is negatively impacted when late-career
elementary teachers receive negative verbal input from colleagues and parents of
students. While not as many participants reported on negative verbal input as positive,
negative input did result in teachers feeling disconnected from others and the work they
professionally do. The lingering quality of negative verbal input, and how impactful it
can be on a teacher’s TSE as well as a school culture, resonated with all of the
participants who had experience with colleagues that verbally imparted their negativity.
It can impact their well-being in the form of sadness or depression. As a result, they feel
disconnected from the support that they can find from each other, and this results in a
lower TSE.
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Another significant verbal persuasion input source are the parents of the teachers’
students. Of the participants who related situations that they believed had gone
negatively, all of them explained how the parent either misunderstood the teacher’s
intention, made assumptions, came across as accusatory or was downright unreasonable.
A teacher is stressed by a parent who is frustrated, particularly when that teacher
perceives to have a positive relationship with the student. To overcome a frustrated
parent, participants shared they will often try to disarm them with positivity or by
commiserating as a fellow parent themselves. However, when the parent comes across as
accusatory, this lowers TSE because the teacher does not know what to do or is hesitant
because of a different situation that went wrong, in their perception. Both sources of
negative verbal persuasion input, colleagues and parents, can significantly lower TSE as
it disconnects teachers from foundational components of education, their school site and
the students. This finding reaches a critical state when the negativity latches onto the
teacher for a long time.
Research Question 3: How do Vicarious Experiences Impact Late-Career
Elementary Teachers’ Self-Efficacy Beliefs?
Data provided from this theme showed that having access to observe a colleague a
teacher trusts raises TSE because the observing teacher develops confidence through
validation. An example of vicarious models would be the role of mentor or trainer who
has high influence over the individual verbally instructing an individual or providing
advice.
Finding 7: Teachers develop confidence when observing a trusted colleague.
When observing a trusted colleague, late-career elementary teachers found validation by
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comparing their own practice to that colleague’s. Data revealed that the participants’
self-efficacy beliefs were impacted by the development of confidence through that
validation. The confidence developed from these experiences was the key component
that impacted participants’ TSE after observing, or conversing with, trusted colleagues.
The experiences they shared revealed that they perceived themselves to be better teachers
because they had opportunity to gage what others were doing compared to their own
work, make any adjustments needed or add to their personal bank of strategies, and feel
confident about that process.
Finding 8: Teachers feel motivated to improve when observing other
teachers’ successes or failures. Late-career elementary teachers are impacted by
vicarious experiences when motivated to improve after observing other teachers’
successes that they have not yet experienced. This motivation creates a willingness to try
because they saw the task completed successfully. Another teacher’s failure in a task or
poor attitude also impacted late-career teachers’ self-efficacy beliefs by validating their
own, opposite perception. Essentially, they did not want to experience that same failure
or behave in the manner that was perceived to be poor. Motivation to improve their
personal teaching craft after observing another colleague was the key element to this
finding. The observation could have been positive or negative, but the outcome was the
idea that the teacher used the opportunity to change their own teaching behaviors because
of the vicarious experience.
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Research Question 4: How Does Physiological Arousal Impact Late-Career
Elementary Teachers’ Self-Efficacy Beliefs?
Participants related how positive physiological arousal moments impacted their
TSE far more frequently than negative. When sharing particular moments related to
having an emotional or physical response, the frequency of positive responses far
outnumbered those of negative.
Finding 9: The positive relationships teachers establish refuels their energy
to persist in the field. Data from participants shows that relationships late-career
elementary teachers have built with fellow colleagues and students offer a strong shield
against the physiological arousal issues that might otherwise be detrimental to a teacher.
Because a late-career teacher has had many opportunities to build a lot of these
relationships over time, they have learned to rely upon them and related how positive
relational capacity factors keep them going every day.
Finding 10: Teachers feel a sense of joy when the light bulb goes on for the
kids. When their students achieve successful and proficient learning after the
teacher has expended work to help them grow, data demonstrated that late-career
elementary teachers experience a positive impact on their TSE. Positive physiological
arousal impacts TSE by providing teachers a reason to continue with their work and
sustaining them over time. Because participants shared how their feelings of happiness
led to their being more resilient, experiencing moments that elicit a sense of joy related to
their teaching provides an element that will help them persevere through other challenges
with teaching students.
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Unexpected Findings
Three unexpected findings emerged from this study. While the research pointed
towards mastery experiences being the most influential of the sources, it was surprising
that the physiological arousal experiences were nearly as frequent. In particular, the
strength of reliance of the participants upon the relationships they had established with
their colleagues and students brought a level of resiliency and elicited strong emotions.
Yet, participants shared that they do not encounter enough of these regularly and it is
only through moments like the interview that they look back on those moments rather
than capturing them throughout their careers. None of the participants related that they
practice purposeful reflection on a regular basis, while several admitted that the interview
process of this study had inspired them to consider recording future moments as they
were not previously aware of how valuable those experiences were to them.
An additional unexpected finding was how infrequent vicarious experience
opportunities were for teachers despite the number of coaching and professional
development opportunities offered. Late-career elementary teachers highly valued
observing trusted colleagues but had little to no opportunities to conduct such
observations since their student teaching days. While this varied between districts, none
had a system or process to support this need, and all teachers who related a vicarious
experience of value desired more opportunities to observe colleagues.
The final unexpected finding from this study was that each of the four sources of
information rarely exists in complete isolation. Throughout the coding of the data, it
became apparent that the sources of efficacy information often occur in conjunction with
one another. Because the construction of this study was to examine the impact of each
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individual source, it was not possible to deeply explore the interconnectedness of these
sources.
Conclusions
As demonstrated by the research findings of the study, in conjunction with
connections to the literature, the researcher was able to make several conclusions
concerning how mastery experiences, verbal persuasion experiences, vicarious
experiences, and physiological arousal experiences impact the self-efficacy beliefs of
late-career teachers. Some conclusions resulted from a combination of one or more
findings as the sources of information can impact each other, based on the data.
Conclusion 1: School Districts Need a Demonstration School Where Best Practices
are Generated and Showcased
Based on the findings that mastery experiences are impacted both positively and
negatively depending upon the late-career elementary teachers’ perceptions of their own
successes, it can be concluded that in order for late-career teachers to mitigate feelings of
failure despite plenty of mastery experiences, districts need a model school where best
practices are generated and showcased. As deduced through the literature, self-efficacy
related to a task is determined by how the individual processes the performance of the
task (A. Bandura, 1997). Other factors that can influence a mastery experiences include
pre-existing “self-schemata, task and contextual features, effort expenditure, selfmonitoring and reconstruction of enactive experiences, and attainment trajectories”
(Labone, 2004, p. 343). The opportunities necessary for late-career teachers to
demonstrate their own deep understanding of how students learn and the resulting pride
that accompanies their contribution toward student success, can grow their TSE while
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also impacting their colleagues. Conversely, when a late-career teacher is struggling with
differentiating for student needs and have no other strategies to attempt, they would have
the same access to observe best practices, so their TSE can be raised in relation to
meeting students’ needs.
Conclusion 2: Vicarious Experiences that Motivate Late-Career Teachers to Change
and Improve their Practice Must be Provided in a Systematic Process
Based on the finding that late-career teachers develop confidence when observing
a trusted colleague, and they feel motivated to improve their practice when observing
other teachers’ successes or failures, it can be concluded that in order to develop selfefficacy skills, vicarious experiences need to be provided. Opportunities to learn must
include observing teachers who are authentic, exemplar in their practices, and are trusted
models who have demonstrated a capability to design lessons and student tasks aligned
with California Common Core State Standards. These exemplar teachers must also have
demonstrated consistent student growth.
When considering the idea of providing opportunities for a strong vicarious
experience, this idea aligns with the assertions made by M. Tschannen-Moran and
Wolfolk Hoy (2001), who presented the cognitive processing teachers undergo when
observing a task. After observing the task vicariously, the teacher analyzes a
combination of the task to be performed and teaching competence to complete that task at
a personal level by the teacher. That teacher then makes a judgement, with the outcome
being the teacher’s self-efficacy beliefs. Those beliefs are utilized to set goals, determine
the effort put forth by the teacher, and engage persistence, which work together to
influence the actual teaching performance. The performance serves to provide new
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sources of information to the teacher, which serves as an experience toward future selfefficacy beliefs. Therefore, the cyclical nature of vicarious experiences can only
strengthen late-career teachers’ self-efficacy beliefs as well as utilize those with high
TSE, who also meet criteria established, as exemplar models for the observations.
Participants overwhelmingly described their desire to have such opportunities.
Conclusion 3: The Teacher Evaluation Process Needs to Incorporate Opportunities
for Administrators, Colleagues, and Students to Positively Validate the Self-Efficacy
of Teachers
Based on the findings that participants reported feeling valued from positive input
from principals, colleagues, students and their parents, while conversely feeling
disconnected from others or the school when receiving negative input, it can be
concluded that late-career elementary teachers’ efficacy beliefs are positively impacted
when verbal persuasion input is specific and is a part of regular feedback provided
teachers in order to develop resiliency over the course of their careers. Such input can
help teachers overcome burnout and is connected to relational capacity with students and
parents. While input is provided in various forms, including informal, the most
commonly referred formal process what that of the teacher evaluation process.
Therefore, the evaluation process of teacher performance needs to incorporate input from
all three sources to make the most impact on teachers’ self-efficacy beliefs.
Conclusion 4: A Systematic Approach to Gathering Feedback from Principals,
Colleagues, and Students is Needed
Based on the findings that late-career elementary teachers feel valued from
positive input from principals, colleagues, and students, it can be concluded that a
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systematic approach to gathering feedback that is meaningful for late-career teachers is
needed. The data revealed several stories of teachers who feel disconnected from their
grade-level team or their school site when negative input is received. Similarly, negative
student feedback lowers late-career teachers’ self-efficacy beliefs as it challenges their
purpose as an educator. When the verbal persuasion input received is positive or
constructed in a manner that is feedback with the intention for success, a late-career
elementary teacher’s self-efficacy beliefs are raised. Such a variety of feedback, along
with that of an administrator’s, which is often already in place, would offer a richer
picture to the teachers and connect them to the school. It is therefore important that a
system be developed to gather meaningful input from the students a teacher serves, as
well as the teacher’s colleagues, to add to the specific feedback principals provide. It
may further be necessary to train principals on the importance of providing specific
feedback that is helpful to growing TSE rather than being judgmental.
Conclusion 5: Growing and Utilizing Strong Collective Teacher Efficacy Provides
Collegial Support Through Challenging Times
Based on the findings that positive relationships teachers establish refuels their
energy to persist in the field, it can be concluded that growing and utilizing strong
collective teacher efficacy provides support through challenging times. Trusting
relationships that late-career elementary teachers form impact their self-efficacy beliefs
by developing buffers to physiological effects such as emotional exhaustion.
Late-career elementary teachers in this study spoke significantly about how their
collegial relationships sustained them over the course of their careers. Just as TSE is
influenced by A. Bandura’s (1977) four sources of efficacy: mastery experiences,
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vicarious experiences, verbal persuasion, physiological states; collective teacher efficacy
is likewise influenced, only at the group or organizational level (Goddard et al., 2004). E.
M. Skaalvik and Skaalvik (2007) note that it is reasonable to expect that collective
teacher efficacy affects individual TSE. Schools with high levels of collective teacher
efficacy set high group expectations, impacting the individual efficacy of teachers at the
site, making collective efficacy a significant impact on late-career elementary teachers’
self-efficacy beliefs.
Conclusion 6: Late-Career Teachers are More Likely to Have Developed Buffers to
Physiological Effects When They Have Developed the Regular Practice of Reflection
Based on the findings that late-career teachers feel a sense of worth when the
metaphorical light bulb goes on for kids, it can be concluded that they are more likely to
overcome physiological effects of burnout or stress when they have developed the
practice of reflection in order to recall the mastery experiences they utilized to create that
success for their students. TSE is impacted significantly when reflection is utilized.
Pajeres (1996) asserts that self-efficacy incorporates the important human capability of
reflection and its ability to alter thinking and behavior. However, most participants
readily admitted that they do not engage regularly in the practice of reflection. A
systematic approach to ensure this practice would greatly benefit late-career elementary
teachers’ self-efficacy beliefs.
Implications for Action
To further the work that has impacted teachers’ self-efficacy beliefs and the role
TSE plays in the lives of educators, the researcher recommends six implications for
action. These implications serve the purpose of taking experiences from late-career
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elementary teachers and what they have learned from over the course of their careers to
how TSE is impacted. If utilized, these implications are likely to help current and future
educators grow their TSE, along with resiliency and well-being. As such, these
implications are directed towards school district leaders as steps toward supporting the
well-being and professional growth of teachers with a strong likelihood of positively
impacting student achievement.
Implication for Action 1: School Districts Plan and Form at least One
Demonstration School within a School District or County Area
In order to develop the effects that positively impact late-career teachers’ selfefficacy beliefs over the course of their career, it is recommended that districts plan and
form at least one model elementary school within a school district or county area to be
utilized as a training facility that focuses on providing elementary teachers of all career
levels with exemplar models that provide input to observing teachers from all four
sources of self-efficacy information. Furthermore, teachers from schools within the
district routinely take part in site visits as well as cross-school collaboration as regular,
professional practice that is ongoing.
To establish such a school, it is recommended that districts utilize the following
steps to develop the school:
•

Choose an existing school site within a district or county that will serve as the
facility for the demonstration school.

•

Select teachers who are willing to serve as model teachers and provide
intensive professional development that grows their TSE. Late-career
teachers who have demonstrated resiliency and ongoing change in practice
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over their careers are great resources, but model teachers can be of any career
stage.
•

Include a teacher on special assignment, who is not assigned to a classroom
but will serve as a coach on the campus.

•

Provide teachers with opportunities to plan, teach, reflect, and discuss
observations with each other to develop collective efficacy as well as TSE.

•

Collect and utilize student achievement data as part of the process so that
teachers can reflect on successes or adjust practices as needed.

•

Provide opportunities for visitation by other grade-level and school teams
from within the district and county to grow TSE amongst all teachers in the
organization as regular, professional practice.

Implication for Action 2: School-site Administrators Invest in Time for Teachers to
Observe One Another as Part of a Systematic, Regular Practice within the Teaching
Day
To continue developing late-career elementary teachers’ self-efficacy beliefs by
providing vicarious experiences, it is recommended that principals invest in time for
teachers to observe one another as part of a systematic, regular practice within the
teaching day. At least two, half-days a month on this practice should be utilized. This
equates to one full day a month, at the cost of one sub per teacher on a grade-level team.
One half-day of three hours will be spent observing others on the grade-level team at
their school site for two hours, followed by one hour of debriefing. The other three hours
would be spent at the demonstration school, with the grade-level team observing together
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for two hours and debriefing for an hour. Having a specific process will ensure that all
teachers have access to the vicarious experience opportunities, and the collaboration
component will grow collective efficacy in addition to TSE.
Implication for Action 3: Higher Education Develops Curriculum that Trains
Administrators to Evaluate Teachers Using the Four Sources of Self-Efficacy
Information as a Framework
To strengthen the self-efficacy beliefs of late-career elementary teachers, it is
recommended that higher education programs develop curriculum that train
administrators as part of the credentialing process to provide feedback using use the four
sources of self-efficacy information as a framework. Such curriculum should include
how positive and specific feedback must be provided to teachers in terms of the four
sources of self-efficacy information, and administrators require training on how to
accomplish this. Further, evaluations should show balance through the triangulation
process by incorporating feedback from students and colleagues in addition to the
administrators with the purpose of supporting teachers. Checks and balances must be
established to ensure the input is specific and intentional about the teacher beyond the
administrator only. This input should include information from an instrument that
collects student, parent, colleague and principal feedback. Such instruments should serve
as tools for collecting input that is then shared with the teacher, keeping positive input
related to TSE in mind. While administrators currently receive training as part of their
credentialing process to provide evaluation input to teachers, further support on how their
input grows or shuts down TSE must be a part of the process. Therefore, current site
principals and district leaders will need additional training on the impact of verbal
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persuasion input on TSE and how to frame such input in a manner that grows TSE rather
than disconnecting the teacher.
Implication for Action 4: Design or Adopt an Instrument to Collect Colleague and
Student Feedback
To strengthen the self-efficacy beliefs of late-career elementary teachers in the
area of verbal persuasion input, it is recommended that teachers or school leaders design
an instrument that collects colleague and student feedback for teachers as these two
sources of input were found in the data to be the most impactful on TSE of late-career
elementary teachers. This recommendation is tied to the implication for action regarding
evaluation of teachers as well as an additional implication later discussed that focuses on
collective efficacy of teachers as a group.
At the district level, a task force comprised of union-representatives, classroom
teachers, principals, and district administrators must work together to develop
instruments that are appropriate to collect input from teachers’ colleagues regarding their
effectiveness as part of the group. To allow for colleagues to provide input that is
productive, designing a Likert-scale survey with items that capture collegial input
regarding collaboration, shared goals, and relational capacity feedback is ideal. Items
would be rooted in capturing the experience rather than making judgements, with the goal
of providing feedback so the receiving teacher has a better understanding about how their
colleagues experience their collaboration as well as a tool they can use to identify areas
of strengths along with opportunities to grow.
The practice of instructors receiving feedback from their students has been a longstanding practice in post-secondary education, and if utilized in the K-12 setting, it has
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the potential to positively impact physiological arousal and the mastery experiences that
the teacher associates with the input. Using the same task force, but adding students, the
group should design a similar survey for each grade level span of primary elementary
school students (K-2), upper elementary school students (3-5), middle school students (68), and high school students (9-12). The survey would provide students an opportunity to
inform teachers about how they experience their class, the learning tasks assigned, and
the relational capacity perception from the students’ point of view. Each instrument
needs to have a checks and balance system to ensure that any data is feedback related and
non-judgmental. Administering each of these surveys at least four times a year will allow
teachers to reflect on their practice over time.
Implication for Action 5: Higher Education, School Districts, or School Sites Create
a Vision Around the Importance of Collective Teacher Efficacy
Having collegial support through challenging times supports the social-emotional
needs of teachers, and late-career teachers who have experienced these relationships are
less likely to succumb to the physiological effects of emotional exhaustion. In order to
meet the social-emotional needs of staff, school districts or school sites must create a
vision around the importance of collective teacher efficacy and develop a systematic
process that includes professional development with ongoing coaching and feedback that
grows trust-centered relationships and collective efficacy. Higher education must
incorporate a similar vision in order to impact their teacher and administrative
credentialing programs. This vision needs to take into consideration all four sources of
self-efficacy beliefs and drive decisions made by district or site leadership. The four
sources of self-efficacy include:
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•

Mastery Experiences: Teachers need opportunities to experience successes and
failures together and reflect upon these. The collective efficacy of the group will
be strongly informed by the collective mastery experiences they have, improving
the shared goals and similar understanding of teaching practices across a school
site.

•

Vicarious Experiences: Providing school site teams with a clear expectation and
the financial support that allows for teachers to have opportunities for individuals
to observe each other, grade-level teams observing each other, and time to discuss
reflections, is an investment that will lead to better teaching practices and student
achievement. Collective efficacy will be impacted in addition to individual TSE.

•

Verbal Persuasion: The collective efficacy perceptions of a staff can be impacted
by discussions in the staff lounge, from the community, and in the media.
Strengthening a faculty’s collective efficacy through positive verbal persuasion
will support school sites in reaching their goals. This includes all work related to
building relational capacity.

•

Physiological Arousal: To alleviate the disconnectedness that occurs from
negative physiological input, growing the relational capacity skills to support
growing collective efficacy of the staff will support the site with building positive
school culture. Such establishment will support teachers with skills needed
during challenging times, building resiliency and potentially retaining more
teachers in the field.
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Implication for Action 6: School Districts form a Task Force to Design a Reflection
Process Utilizing the Four Sources of Self-Efficacy that Replaces Teacher GoalSetting
In order to build resiliency over the course of an elementary teaching career, it is
recommended that a task force be formed to design a reflection process through the four
sources of self-efficacy that replaces teacher goal-setting. Currently, school districts
utilize a goal-setting process that has the intention of helping teachers work towards
reaching professional goals they have set for themselves. However, these are often
treated as a compliance situation and does not actually attain its purpose. This proposed
reflective process would replace teacher goal-setting with the intent of growing TSE.
Starting at the induction level and progressing through professional development
provided by the district that has created a vision utilizing the lens of the four sources of
information, teachers learn how to reflect four times annually in each area that impacts
self-efficacy, to promote the regular practice of and to value reflection. The practice of
reflection will change teaching practices more frequently and strengthen those that are
successful. These reflections will help teachers grow their TSE in relation to specific
mastery, vicarious, and verbal persuasion experiences and the physiological association
with teaching and learning successes.
Recommendations for Further Research
Based on the findings and limitations of this study, it is recommended that further
qualitative research be conducted to continue to expand the understanding of teacher selfefficacy and the impact it has on teachers as outlined below:
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•

Because the purpose of this ethnographic investigation was to examine and
describe the experiences that impact late-career elementary teacher selfefficacy beliefs based on all four sources of information, similar studies
should be conducted that more deeply examines each one of the sources of
information, separately. This would provide a deeper exploration into each of
the four sources.

•

In addition to exploring each source separately, it is recommended that a study
be conducted to determine which combination of sources of self-efficacy
information have the greatest impact on TSE.

•

The current study focused on an ethnographic approach to collect data and
utilized interviews to gather the lived experiences of the participants. A
different study might use a mixed-methods approach using one of the TSE
scales to measure TSE before quantitatively determining how the lived
experiences of the teachers are related to their measure.

•

The current study focused solely on the experiences of late-career elementary
teachers and gathered data from one-time interviews. Late-career teachers
provided a wealth of information, demonstrating how TSE impact occurs over
many years. It is recommended that s longitudinal study, where early-career
teachers are followed over the course of their career to provide on how selfefficacy beliefs of individual teachers change over time occur.

•

While this study examined and described the experiences of late-career
elementary teachers. It is recommended that an additional study be conducted
that examines and describes the experiences that impact secondary school
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teachers’ self-efficacy beliefs, using A. Bandura’s four sources of
psychological information.
•

This study focused specifically on late-career elementary school teachers and
how their experiences impact TSE. Administrators are a highly important and
regular source of verbal persuasion input for teachers. Therefore, it is
recommended that a study examining the role of the administrator to
determine if a correlation exists between a principal’s knowledge of how they
influence TSE and the TSE levels of the teachers with whom they work be
conducted.

•

Because the purpose of this ethnographic study focused on the impact on TSE
of individuals based on A. Bandura’s four sources of psychological
information, a similar study on the impact on collective teacher efficacy based
on the four sources would explore how to grow efficacy beliefs at the group
level.

•

Although the current study examined and described the experiences that
impact teacher self-efficacy beliefs, it did not take into consideration the
participants’ personal knowledge of TSE and the corresponding understanding
of how TSE impacts them. Future studies should examine whether or not a
correlation exists between teacher knowledge of TSE and the four sources of
self-efficacy information and how that understanding impacts teachers’ selfefficacy beliefs.
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•

It is recommended that a comparative analysis of this study along with those
of the peer researchers’ be conducted in order to explore the similarities and
differences found amongst the three career stages determined in these studies.
Concluding Remarks and Reflections

This journey began for my peer researchers and me when we were conducting one
of our many conversations surrounding teachers and teaching practices. As a former
professional developer and current principal, my own experience is decidedly in the
curriculum and instruction arena, and I have often contemplated why, given all the great
research and professional development offered to teachers, are strong initiatives not fully
implemented, even when teachers leave a professional development session inspired?
This question and subsequent conversation, followed by research, led my peer
researchers and I into the topic of reflection. When diving deeper into researching
reflection, we discovered that efficacy beliefs are what drives the behaviors of teachers.
With a continued interest in seeking to support teachers, the idea of working on the deep
topic of teacher self-efficacy beliefs as a peer thematic group was born.
The group of teachers that became the focus of my study, late-career elementary
teachers, is a group that comprises a lot of the teaching force with whom I have worked.
In my current role as principal, I have worked alongside many late-career teachers at my
previous site as well as my current school. As their leader, this work has served to
deepen my skills so that I am far more aware of how the TSE of my teachers are being
impacted by state, district, and site initiatives. More importantly, I have become very
reflective on how my own actions influence their TSE.
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I have discovered that Christina, the teacher about whom I wrote in the first
chapter, exists within each of the late-career teachers I interviewed, and I see elements of
her in the late-career teachers that I work with. Now I know how better to support her
needs, and therefore my teachers’ needs, by constantly considering their level of TSE
within different contexts. When I walk into their classrooms, each of them experiences a
physiological arousal reaction so I make sure to adjust my verbal input or provide a
vicarious experience, depending on the teacher and my perception of the corresponding
TSE. I keep watch on body language, as I am extremely aware of how my verbal
persuasion will impact each of them differently in a staff meeting or email. When
implementing new technology this year, my level of support was directly related to the
physiological arousal impact that I knew certain teachers had. They were often surprised,
and then relieved to find me in the computer lab ready to help them provide instruction to
their students. My hope was to provide a positive vicarious experience followed by a
mastery experience for them. Because I was immersed in the work of TSE for over a
year, I was better able to understand and respond to it. I am a better educator and leader
because I am continuously reflecting on my own influence on their TSE.
The world of education continues to evolve. Now, more than ever, teachers
express frustration, feelings of being overwhelmed and burned out. Late-career teachers
often talk of retirement, not only because they are looking forward to it, but also because
they see that as a way out of the high level of stress they express they are under. It is my
great hope that the work my peer researchers and I have done in our studies, and now in
the work we do, impacts the self-efficacy belief understanding of all stakeholders that
have influence over TSE. I know that my own leadership skills are better because of this
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work, and it is time that other leaders and their teachers experience the well-being and
support that working with TSE can provide.
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APPENDIX A
Email to School and District Administrators Requesting Participants
To:
From:
Subject:

School and District Administrators in Riverside County
Mayra Herrera, Erica Jenson, Ginger Prewitt
<mherrer5@mail.brandman.edu;
ejenson@mailbrandman.edu; gprewitt@mail.brandman.edu>
Dissertation Research on Elementary Teachers’ Self-Efficacy

To Whom It May Concern:
Our names are Mayra Herrera, Erica Jenson, and Ginger Prewitt, and we are doctoral
students at Brandman University, part of the Chapman University System. We are a
thematic research team working on a study focusing on teacher self-efficacy beliefs. The
results from our study has the potential to help school administrators support the wellbeing of their teachers and provide professional development that improves their teacher
self-efficacy. The purpose of our study is to examine and describe the experiences of
elementary teachers in Riverside County that impact teacher self-efficacy beliefs based
on A. Bandura’s four psychological sources of information. This qualitative
ethnographic investigation will require us to interview teachers in various career stages
for approximately one hour. The career stages we are researching are:
1. Beginning-career teachers: 0-7 years of experience
2. Mid-career teachers: 8-23 years of experience
3. Late-career teachers: 24+ years of experience
It was shared that you would be an ideal person to assist us with identifying potential
participants for our study. Might it be possible to set up a short phone call to explain the
scope of our study so you can determine who might be willing participants? We are also
available to meet with you if your schedule allows.
Sincerely,
Mayra Herrera, Erica Jenson, and Ginger Prewitt
Brandman University Doctoral Candidates
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APPENDIX B
Email to Potential Study Participants

To:

Elementary Teacher in Riverside County

From:

Ginger Prewitt, Brandman University Doctoral Candidate

Subject:

Invitation for Participation in Dissertation Research on Teacher SelfEfficacy

Dear Teacher,

My name is Ginger Prewitt and I am a doctoral student at Brandman University, part of
the Chapman University System. I am part of a thematic research team working on a
study focusing on teacher self-efficacy beliefs. Teacher self-efficacy beliefs are an
individual teacher’s beliefs in his or her personal ability to perform a specific teaching
task within various contexts and how those tasks impact student learning. Your name
was provided us as someone who might be willing to participate. Your wealth of
knowledge and experience on this topic will help future teachers, so I hope you will
consider participating in this study. Participation will take place in a one hour interview,
which will occur at a location that is comfortable for you.
The information gained from your interview will be confidential and will only be used for
the purposes of this study. Please review the attached informed consent before making
your decision.
If you have any questions about the study before deciding to participate, please do not
hesitate to contact me. If you decide that you would like to participate, please e-mail me
at gprewitt@mail.brandman.edu with the phone number and time that is best to reach
you.
Thank you for your consideration. I look forward to hearing from you.

Sincerely,
Ginger Prewitt
Brandman University Doctoral Candidate
gprewitt@mail.brandman.edu
(xxx) xxx-xxxx
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APPENDIX C
Interview Questions
Thank you for helping me with my study. Today, I am going to be asking you about
different experiences from your teaching career because the purpose of my study is to
investigate how teacher self-efficacy is influenced. Teacher self-efficacy is an individual
teacher’s beliefs in his or her personal ability to perform a specific teaching task within
various contexts and how those tasks impact student learning. So, today's questions are
going to ask you to share your teaching experiences and perceptions about your own
teacher self-efficacy. Are you ready to begin?
Mastery Experiences. The experiences or situations in which a teacher is able to
perform a difficult teaching task with success. The following questions will ask you
about your own teaching mastery experiences:
1. What might be a teaching experience in which you were able to perform the
necessary tasks successfully? (What happened? When did it happen? Who
supported you in this effort? What are some factors that lead to your feeling
successful?)
2. What might be a teaching experience that was less successful? (What happened?
When did it happen? Who should have supported you in this effort? What are
some factors that lead to your feeling unsuccessful?)
3. Which mastery experience do you feel impacted your self-efficacy more and
why?
Verbal Persuasion. The instances in which others provide a teacher with verbal
encouragement about their capability to perform a given teaching task. The following
questions will ask you about your own verbal persuasion experiences as a teacher:
4. What might be an experience where you received verbal input from colleagues,
parents, students, or administrators, etc. that impacted your efficacy? (How did
this impact your self-efficacy? What happened? When did it happen?)
5. What might be another experience you have had with verbal persuasion that
impacted your teacher self-efficacy differently? In what ways did that impact your
self-efficacy?
6. Which verbal input experience do you feel impacted your self-efficacy more and
why?
Vicarious Experiences. The instances in which a teacher makes judgments about their
own teaching abilities after observing someone similar to themselves perform a difficult
teaching task with success. The following questions will ask you about your vicarious
experiences as a teacher:

7. What might be an observation you have had through professional development,
modelled teaching, etc., that influenced your perception of being able to perform
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the task yourself. (What specifically was modelled or taught during the
professional development? Who provided the modelled moment or professional
development? In what ways did this impact your self-efficacy?)
8. What might be another experience that impacted your teacher self-efficacy
differently? In what ways did that impact your teacher self-efficacy?
9. Which vicarious experience do you feel impacted your self-efficacy more and
why?
Physiological Arousal. A teacher's emotional or physical state when presented with
performing a specific teaching task. The following questions will ask you about
situations in which your physical and/or emotional state was impacted:
10. What might be a situation in which your physical state or emotions impacted your
ability to perform a teaching task? What were your specific physical or emotional
reactions (i.e. heart rate, nervousness, joy, etc.). (What happened? Who was
involved? When did it happen? Where did the situation occur? In what ways did
this impact your self-efficacy?)
11. What might be a situation in which you had an opposite physical or emotional
state. (What happened? Who was involved? When did it happen? Where did
the situation occur? In what ways did this impact your self-efficacy?)
12. Which physiological arousal experience do you feel impacted your teacher selfefficacy more and why?
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APPENDIX D
Protecting Human Research Participants Certificate

183

APPENDIX E
BUIRB Approval
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APPENDIX F
Participants’ Bill of Rights
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APPENDIX G
Informed Consent Form
INFORMATION ABOUT: An Ethnographic Investigation Using A. Bandura's Four
Sources of Information of Late-Career Teachers' Self-Efficacy.
RESPONSIBLE INVESTIGATOR: Ginger Prewitt
PURPOSE OF STUDY: You are being asked to participate in a research study conducted
by Ginger Prewitt, a doctoral student from Brandman University. The purpose of this
ethnographic investigation is to examine and describe the experiences impact teacher
self-efficacy beliefs based on A. Bandura’s four psychological sources of information.
This study will add to the existing literature about teacher self-efficacy by providing an
in-depth examination of the factors that influence teacher self-efficacy as perceived by
elementary school teachers. School administrators will gain a deeper understanding of
the factors that influence teacher self-efficacy that will allow them to better support the
growth and development of teacher self-efficacy.
By participating in this study, I agree to participate in a one on one interview. The one on
one interview will last approximately 60 minutes and will be conducted in person.
I understand that:
a) There are minimal risks associated with participating in this research. I understand that
the Investigators will protect my confidentiality by keeping the identifying codes and
research materials in a locked file drawer that is available only to the researchers.
b) The possible benefit of this study to me is that my input may help add to the research
regarding experiences that impact elementary teacher self-efficacy beliefs based on A.
Bandura’s four psychological sources of information. The findings will be available to
me at the conclusion of the study. I understand that I will not be compensated for my
participation.
c) If you have any questions or concerns about the research, please feel free to contact
Ginger Prewitt at gprewitt@mail.brandman.edu.
d) My participation in this research study is voluntary. I may decide to not participate in
the study and I can withdraw at any time. I can also decide not to answer particular
questions during the interview if I so choose. I understand that I may refuse to participate
or may withdraw from this study at any time without any negative consequences. In
addition, the Investigator may stop the study at any time.
e) No information that identifies me will be released without my separate consent and
that all identifiable information will be protected to the limits allowed by law. If the study
design or the use of the data is to be changed, I will be so informed and my consent reobtained. I understand that if I have any questions, comments, or concerns about the
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study or the informed consent process, I may write or call the Office of the Vice
Chancellor of Academic Affairs, Brandman University, at 16355 Laguna Canyon Road,
Irvine, CA 92618, (949) 341-7641.
I acknowledge that I have received a copy of this form and the “Research Participant’s
Bill of Rights.” I have read the above and understand it and hereby consent to the
procedure(s) set forth.
________________________________________________
Signature of Participant or Responsible Party
________________________________________________
Signature of Principal Investigator
________________________________________________
Date BUIRB Written Informed Consent
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